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ABSTRACT 
The primary purpose of this research was to investigate teachers’ experiences and 
perceptions of school violence directed towards them by pupils in selected South 
African schools.  Qualitative data was collected using the interpretive approach in 
a case study, which was applicable because it allowed the participants to reflect 
on their experience in their natural setting.  I used semi-structured interviews and 
document analysis, comprising school reports, personal journals, and newspaper 
articles. The sample of the study consisted of two groups of educators from each 
of three selected schools in Gauteng. The findings show that the participant 
educators experience school violence as a multifaceted phenomenon and feel that 
the poor management and discipline in these schools has lead to low educator 
morale and deterioration in the school environment, which in turn prevents 
effective teaching and learning. The findings also suggested that school violence 
takes on many forms, ranging from physical to verbal to psychological abuse. 
They feel they are being forced to teach in an environment polluted with threats 
and fear, with a resultant rippling effect of feeling unsafe and unprotected. This 
culminates in many educators leaving the profession either to teach abroad or 
leaving the government sector to work in a private teaching sector where they 
hope for zero tolerance of school violence. Recommendations were made for an 
increased level of communication between the principal and School management 
team (SMT) on one hand, and the educators on the other, concerning how violent 
attacks against educators have been addressed. Educators feel that this means of 
communication does not have to be labour-intensive and can be done simply by 
email, text message or a note during a staff or morning meeting. The presence of 
a counsellor or psychologist on the school premises is recommended as it will 
assist learners in dealing with challenges such as family factors that encompass 
parental separation, unstable family background, social adversities and peer 
pressure. The scenario that arose from this study is that a school psychologist 
may also be of assistance to educators, able to impart skills on anger 
management and offer an avenue for educators to offload their experiences of 
learners’ deviant behaviour. Tightening of security is also emphasised. Since the 
school needs good leadership, principals have to be retrained in leading the 
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school in the new South African education dispensation. The findings revealed 
that this may be one of the key factors in curbing or preventing school violence. 
The study therefore recommends that education policymakers, school leaders and 
managers, parents, educators, the community and the Department of education 
(DoE) all work in unison to improve the school climate in those schools that are 
prone to school violence. Teamwork is paramount, and seminars and workshops 
with all stakeholders was suggested to encourage this.  
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CHAPTER ONE 
INTRODUCTION 
 
1.1  INTRODUCTION  
In this chapter I discuss the historical background to the problem of school 
violence in South Africa. The conceptual framework that lends itself to this study is 
presented briefly, followed by the research question and methodology employed. 
It ends with a brief summary of each chapter. 
 
1.2  HISTORICAL AND CONCEPTUAL BACKGROUND  
School violence is not a new phenomenon, nor is it unique to South African 
Schools (de Wet, 2007:674). Media reports of incidents of school violence (Crime 
Statistics in SA , 2008:3-4; de Wet, 2003:89, 2009:46; Human Sciences Research 
Council [HSRC], 2001:1), have helped make it a public issue. Greene (2001:1) 
argues that school violence should be an issue of national concern, while Potts 
and O‟Donoghue (2007:2) report that schools are far from being safe and 
harmonious institutions, and are potentially dangerous for those who teach and 
learn in them. For instance, a decade ago the National Violence Prevention 
Resource Centre (2001:1) calculated 599,000 educators as having experienced 
violent crimes between 1996 and 2000, whilst further statistics (ibid., 2000:2) 
showed that for every 28 out of 100 educators who were victims of school 
violence, three out of 100 suffered serious harm, including rape or other sexual 
assault, robbery, and/or aggravated assault. 
Good discipline underpins a successful school in which there is effective teaching 
and learning (Joubert & Squelch, 2005:1), in a safe environment. However, 
schools cannot simply implement disciplinary measures at their own discretion, as 
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they need to be compliant with, inter alia, education laws, the Bill of Rights and the 
Constitution. Examples of legislation that govern discipline problems are the 
Constitution of the Republic of South Africa, Act 108 of 1996a, the National 
Education Policy Act 27 of 1996b and the South African Schools Act (SASA) of 
1996c. In these acts, clear directives are given concerning the protection of 
learners‟ rights and the prohibition of corporal punishment. Following the end of 
the previous political and educational dispensation, learners can no longer be 
easily suspended or expelled from a school.  
SASA (1996c) emphasized school safety in terms of attaining a safe learning and 
teaching environment as underpinned in the national Constitution (1996a, section 
61), however the schools have a long way to go to achieve that national vision. In 
a letter submitted by Steve Tshwete, a previous  Minister of Safety and Security 
(Education Labour Relations Council Document H-2), reference is made to priority 
being given to ensuring that schools be made safe because they are the 
cornerstone of safe communities, and in this document it was recorded that 
schools were struggling to keep order and control (H:5-6).  
For Stevens, Wyngaard and Van Niekerk, (2001:149), a safe school is a place 
where learners can learn and educators can teach in a “warm and welcoming 
environment, free of intimidation and fear of violence”. Schools should be places 
where teaching and learning can take place without harassment, humiliation, 
violence, or threats. Squelch (2001:138) writes that a safe school is one that is 
safe both physically and psychologically, while Khoza (2002:75) alludes to a 
school being a „safe haven‟ for both educators and learners. 
A number of media reports serve to illustrate some of the incidents picked up on 
by the media. For instance, The Star (29 October 2008) reported an incident at 
Waterkloof Hoërskool in Pretoria, in which three schoolboys allegedly 
superimposed a photograph of the Principal and the Deputy Principal on a 
pornographic image and posted these fabricated images over the Internet. More 
recently, an educator was stabbed in his leg in a Soweto school by a learner (The 
Star, 3 March 2011). At Forest Haven Secondary school in Durban, an educator 
vowed not to return to school until he was assured of his safety from the 
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community and the learners, as stated in The Saturday Paper (Naidoo, 1997:5). 
The Cape Argus (Sokopo & Mbiza, 2008:3) reported that a Nyanga teacher feared 
for his life after being stabbed at school, but that he was told by The Western 
Cape Education Department to return to school, find himself a new state teaching 
post or face losing his job. This educator was allegedly stabbed by a 14-year-old 
learner who lived in the same area as the educator. The Star (Anon., 1998:6) 
reported an incident in which a student shot at an educator who questioned him.  
The teacher (Bridgraj, 1998:8) was of the opinion that many schools had become 
„gangster paradises‟ instead of the safe-haven of learning that they should be 
(Khoza, 2002:75).  
Burton (2008:26-28) cited alarming statistics of reported incidents of learner-on-
educator violence. Verbal abuse is very common in secondary schools, with 
59.7% of principals reporting such occurrences, while one in four secondary 
school principals report cases of physical violence on educators, and 22% 
reported cases of sexual violence on educators. Almost one in ten (8.9%) primary 
school principals reported learners who, as young as nine or ten years old, had 
caused or attempted to cause physical harm to their educators. Vally, Dolombisa 
and Porteus (1999:85) described an incident in which the entire teaching staff in 
Kwa-Masha Durban stayed away after being harassed by a gang. Vally et al. 
wrote of prolonged spells when educators arrived late and left early for fear of 
being accosted. The continued violent acts against both educators and learners 
disrupted the school‟s efforts to improve education in the community. The school 
thus failed in the purpose it was created to fulfil, namely educating learners. 
The National Professional Teacher‟s Organization of South Africa (NAPTOSA, in 
the Mail and Guardian, anon., 2006:1) claimed that not only were learners‟ rights 
to human dignity being infringed upon but also educators‟ rights to human dignity 
and working in a safe school environment. Much has been written about school 
violence towards learners, but little about the violation of educators‟ rights. Eliason 
and Frank (2000:2) stressed that violence in schools causes emotional and 
psychological problems such as depression, low morale, suicide and a high 
absentee rate amongst educators. 
9 
 
I used a multifaceted conceptual framework in describing the nature of school 
violence (Casella 2001:6; de Wet, 2007:674; Eliason & Frank, 2000:2; Hinkle & 
Hinkle, 2000:20), which ranges from physical, through psychological or emotional, 
to moral violence. De Wet refers to external and internal causes of violence 
(2003:91), the former including family factors, peer pressure, gangsterism, drugs 
and alcohol abuse, the media and its influence, and biological factors, while the 
latter are school-related. Greene (2001:21) was used to reinforce my conceptual 
framework, identifying various perspectives on violence that include the 
comprehensive, psychosocial developmental, biological-genetic and social 
environmental. Greene‟s perspectives include the causes of school violence that 
coincide with De Wet‟s conceptual framework referred to above.  
A major motivation for conducting this research was my work in the teaching 
profession, where I have perceived school violence towards educators as a 
growing problem. In my district, many educators discuss issues pertaining to 
learners‟ aggressive and violent behaviour towards them and parents who 
condone their unacceptable behaviour. Often their perception is that management 
“brushes it off”. As a member of the management team, I thus wished to 
investigate this phenomenon. 
 
1.3  RESEARCH QUESTION 
In light of the preceding discussion the main research question is: 
 What form does violence against educators in schools take and what 
is its perceived effect on their professional lives?  
Based on the research question, the following sub-questions that this investigation 
seeks to explore are: 
 What is the nature of school violence directed at educators? 
 What are educators‟ experiences of violence? What is it like for them? 
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 What are educators‟ perceptions of the influence of this violence on their 
professional lives? 
 What are educators‟ thoughts as to how this violence can best be 
managed? 
 
1.4  AIMS, OBJECTIVES AND PURPOSE OF THE RESEARCH 
The aim of this research is to investigate school violence directed at educators 
and its perceived influence on their professional lives. The objectives of this study 
are to: 
 Understand the nature of school violence directed at educators. 
 Understand educators‟ experiences of this violence in schools and what it is 
like for them. 
 Understand educators‟ perceptions of the influence of the violence on their 
professional lives. 
 Understand educators‟ thoughts about how this violence can be eradicated 
and prevented from recurring. 
 
1.5  RESEARCH DESIGN AND RESEARCH METHODOLOGY 
I utilised the interpretive paradigm by drawing on qualitative data to investigate 
this case. The interpretive approach bases its ontology on the assumption that 
reality is constructed using language based on people‟s experiences. Cohen, 
Manion and Morrison (2000:20) argue that reality exists differently as each 
person‟s experience of life is different. 
I employed qualitative methods to investigate school violence towards educators. 
These produce findings that are arrived at without any statistical investigation 
(Strauss & Corbin, 1998:10). This research design allowed me to uncover the 
actual experiences of the participants, in this study the educators. It involves an 
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interactive, humanistic approach, that is flexible and that allows for sensitivity to 
individuals‟ perceptions and experiences. Merriam (1998:5) emphasises that 
qualitative research encompasses various forms of inquiry that reveal a better 
understanding and explanation of social phenomena. Merriam also explains that 
this type of research is used to understand the “meaning people have constructed” 
(1998:60) about a phenomenon that they have experienced. 
This approach assists in creating insight into understanding school violence as 
perceived by educators and the management thereof, as well as its impact on the 
teaching profession. Creswell (2003:30) writes that qualitative research is 
exploratory. The researcher therefore endeavours to listen to participants and 
create an understanding based on their ideas. 
 
 1.5.1 Data Collection 
In this study, individual and focus group interviews were used to collect data in 
tandem with pertinent documents (such as records of incidences, personal 
journals and newspaper articles). To capture the interviews and to ensure their 
authenticity, an audiotape (Dictaphone) was used. These methods assisted me in 
eliciting „thick‟ and „rich‟ descriptions (Creswell, 2003:186) of educators‟ 
experiences of school violence directed at them. The individual interviews were in-
depth and conducted with one member of management from each of the three 
schools, chosen to gain insight into their experiences of school violence. Creswell 
(2003:186) writes of face-to-face or one-on-one interviews. Focus group interviews 
were also conducted with six educators from each of the schools chosen. 
Educators were interviewed on the school premises. The interview duration was 
between one-and-a-half hours with a maximum of two hours. 
 
 1.5.2 Data Analysis 
As argued by Babbie (2009:418) and Merriam (1998:151), from the moment data 
collection commences, analysis also begins. Creswell (2003:191) writes that data 
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analysis has several components, in a process that entails organising the data, 
moving deeper into understanding it and then interpreting it on a larger scale. I 
used Mouton‟s suggestion (2001:108) of dissecting the data gathered into 
manageable themes and patterns, then finding a relationship between them. Once 
the themes were identified, I grouped similar ones together, and organised those 
that were related to each other as categories and sub-categories.  
 
 1.5.3. Quality 
Maxwell (1992) refers to „interpretive validity‟, which focuses on what objects, 
events and behaviour mean to different people. I ensured the inclusion of all 
relevant data, with all data sources referenced, and used original data which told 
stories from the participant educators‟ perspectives. Triangulation of data sources 
was achieved by using focus groups, individual interviews and documents. I also 
asked the participant educators to read through the interview transcripts to verify 
their accuracy.  
 
 1.5.4. Ethics 
Before embarking on the interviews, I had to reveal my full identity, background, 
and the purpose of my study. I endeavoured to conduct myself according to strict 
ethical codes and employed good manners. The rights and values of the 
participants were respected. I had to seek permission from the Department of 
Education (DoE), and from the schools to conduct interviews and the research. 
Confidentiality had to be guaranteed, with anonymity assured to protect the 
educators from being identified. In conducting individual interviews it was easy to 
ensure confidentiality because it was just the interviewee and me. To prevent any 
breach of confidentiality when conducting focus group interviews I informed the 
participant educators that it was of prime importance and I assured them that their 
names and those of the schools would not be disclosed. Maintaining a high 
standard of quality (as discussed in the preceding paragraph) requires that the 
educators view the transcription of the interviews and in doing so they are entitled 
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to request certain information to be blocked out.  In addition, they were allowed to 
exit the interview process at any time. However, during all my interview sessions 
only one educator left the interview process and this because he felt uneasy 
talking about school violence at his school. 
 
1.6  OUTLINE OF CHAPTERS 
Chapter Two of this research study focuses on a literature review of school 
violence towards educators. The nature of school violence is discussed from an 
all-encompassing perspective, with external and internal causes being studied. 
The external factors include family factors, peer pressure gangsterism, drugs and 
alcohol abuse, the media and its influence and biological factors. Internal factors 
deal with all factors related to how the school may contribute to school violence. 
Also discussed are the consequences of school violence for educators for 
teaching and learning. 
Chapter Three describes the research design and the research paradigm. The 
case study method is used, and here the selection of the case and the data 
collection strategies are described. This is followed by the data analysis method 
used, the ethical considerations and potential limitations of the process of data 
collection and analysis. 
 In Chapter Four I present and discuss the empirical findings. Themes, categories 
and sub-categories are identified. The six key themes are: the nature of school 
violence; the educator‟s experience and knowledge of violence; what educators 
perceive to be the influence of school violence on their personal and professional 
lives; the role that educators perceive is played by stakeholders in the school in 
curbing school violence; and how educators think school violence can best be 
managed. 
Chapter Five presents a summary of the thesis, commencing with the nature of 
school violence experienced by the educators. It also summarizes the effect that 
school violence has on the professional lives of educators. Recommendations on 
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how educators think school violence can best be managed are followed by 
suggestions for further research. 
 
1.7  CONCLUSION 
Chapter One is an introduction to the research study, commencing with the 
historical background then leading to the rationale and aims of the study. The 
research design and the methodology are presented, after which a brief outline of 
the data collection and data analysis process are described. Quality and the way it 
was achieved are also discussed, followed by how ethical standards were 
maintained throughout. The chapter closes with a brief outline of the chapters that 
follow.  
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CHAPTER TWO 
LITERATURE REVIEW 
 
2.1  INTRODUCTION  
In Chapter One the background to and statement of the problem were discussed, 
as well as the aims of the study and methods of research. This chapter reviews 
relevant literature on the topic, namely school violence towards educators and its 
management, including its nature and causes. Since relatively little research has 
been conducted into the specific phenomenon, I begin by examining literature on 
school violence in general, and draw on Matthew Greene‟s (2001) discussion of 
various theories used to explain factors that cause it. Out of this reading I am able 
to construct a framework through which the findings can be critically analysed.  
 
2.2 GROWTH IN SCHOOL VIOLENCE 
In addition to public concern about school violence towards learners in South 
Africa there is growing awareness of it also being targeted towards educators. 
Although statistics indicate that violence towards teachers in South African 
schools is ubiquitous, Burton (2008:3) reports that they may not reflect the true 
extent of the problem as some school principals consider it in their interest not to 
report incidents for fear of creating an impression that they are unable to manage 
their schools effectively. Burton (2008:3) also found that no „„formal mechanism‟‟ 
existed for reports or records of these incidents to reach the districts in charge of a 
particular school. 
The School Violence Fact Sheet (n.d.:2) reports that in the United States of 
America (USA), from 1995 to 1999, three out of every thousand educators were 
victims of serious crimes committed towards them at schools, in addition to 
numerous cases of threats of violence and intimidation towards them. Between 
1993 and 1994, 12% of educators were threatened with injury by learners while 
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4% were actually hurt physically. Meanwhile, statistics released by the Scottish 
government showed that records of violent incidents against school staff in the 
period of 2000 to 2001, in secondary schools alone, numbered 1,491. Of these 
cases, 1,391 occurred against teaching staff and 168 were not referred to the 
police.  
The table below outlines types of school violence and their frequency in being 
directed towards teachers in England. For example, the use of offensive language 
aimed at educators weekly is around 60%, or approximately three times a week:  
Table 2.1: Percentages of teachers in England who reported problem behaviour in 
schools in the years 2001 and 2008. (Adapted from Neill, 2008, Appendix 2, 
pp.13-17) 
Behaviour frequently experienced by educators 2001  2008 
Disruption to lessons %   % 
Yearly 3.1  5.2 
Termly 5.2   6.2 
Monthly 12.5 8.5  
Weekly 68.9   68.5 
Behaviour not reported 10.3  11.6 
Offensive language   
Yearly 4.0   5.2  
Termly 6.7  6.4 
Monthly 13.8  10.4 
Weekly 60.3   59.8 
Behaviour not reported 15.1  18.2 
Pushing/ touching of the teacher/other unwanted contact   
Yearly 10.9  8.8 
Termly 8.2  6.3 
Monthly 8.9  6.6 
Weekly 8.9   11.6 
Behaviour not reported 63.1   66.7 
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From intensive research conducted by Gill and Hearnshaw (cited in Hayden, 
2009:16) into violence in ten schools, it was discovered that in the previous year 
18.7% of members of staff had reported being hit, punched or kicked, and 2.9% 
being hit with a weapon or other object, or being stabbed or slashed.  
In South Africa, school crime statistics are also taken seriously, and are monitored 
annually for publication in a crime statistic report (Criminological Act, 2009:46). 
Records are kept of threats and assaults by learners on educators, including 
pregnant teachers. The Criminology Act (16(3) 2003:95) noted the levels of 
violence in Eastern Cape learners towards educators, as, during the period 2001 
to 2002, 6.5% of educators in the province were reported to have been abducted 
or assaulted by parents and learners, or had their classrooms or vehicles 
vandalized. The statistics indicate that 9.3% of educators teaching in this region 
alone had been targeted for robbery by learners. 
Again, however, the statistics do not present the full picture, as many educators 
are too afraid to report incidents, perhaps for fear of the possible stigma 
associated with not being able to handle discipline in their class that is attached to 
them by the department, and the possibility of being transferred to another school 
(Hall, 2005:48). De Wet (2009:54) confirms that not all educators report acts of 
violence against them and that violence is perceived in different ways by different 
educators: “it is impossible to form a portrait of a typical victim of school violence 
in South Africa‟‟. 
  
2.3.  THE NATURE OF SCHOOL VIOLENCE 
In defining violence, de Wet (2009:54) includes threats of violence, physical 
assault, sexual assault and robbery, with assault referring to a physical attack 
against one‟s will. On the more specific phenomenon of school violence, literature 
reveals multidimensional aspects or constructs (de Wet, 2007:674; Eisenbraun, 
2007:460). According to de Wet (2007:674), school violence is defined as 
“constructs that involves both criminal acts and aggression in schools, which 
inhibits development and learning, as well as harming the school environment”. 
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Rabrenovic, Kaufman and Levin (2004:116) refer to school violence as any act 
ranging from antisocial behaviour, disrespect and bullying, to criminal behaviour 
such as assault, theft and murder. Assault is referred to as a physical violation that 
is intended to cause bodily harm. 
However, while current research and public attention has reflected the growing 
national concern identified by De Wet (ibid.), most incidents, whether in the media 
or „school watch‟ reports, detail incidents of school violence directed towards the 
learners but only rarely towards the educators. Teenagers who are violent towards 
educators and school staff are perceived as having committed a criminal act, as 
being antisocial, or simply as teenagers “testing the boundaries with adults” 
(Hayden, 2009:14). It is necessary, therefore, to examine thoroughly the 
phenomenon of school violence in general, with the aim of better understanding 
some of the factors that cause it to spread to the targeting of educators.  
The Criminological Act in South Africa (2009:47) defines violence specific to the 
school context as: 
Aggressive behaviour may be physical, sexual, or emotional abusive. The 
aggressive behavior can involve pushing, shoving, and shaking, punching, 
kicking, squeezing, burning or any other form of physical abuse on a person 
or on property. Emotionally abusive behavior is where there are verbal 
attacks, threats, taunts, and slagging, mocking, yelling, and malicious 
rumours. 
In the most general terms, violence is often seen only as an intense physical force 
such as murder, homicide, assault, rape, sexual assault, robbery, torture and 
kidnapping. However, this definition is narrow and superficial, and as such fails to 
acknowledge other significant elements of harm. According to Casella (2001:31), 
while it may not be as drastic or blatant as gun violence, school violence is just as 
persistent and detrimental in the longer run. Nor should it be limited to harm that is 
physically visible. As Hinkle and Henry (2000:17) and Barak (2003:4) point out, 
there are many less-mentioned elements of harm arising from the emotional and 
psychological pain caused by domination of others, including verbal abuse, mental 
abuse, threats and intimidation. Such interpersonal violence has tended to be 
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downplayed, perhaps because the psychological construct of violence is less 
visible than the physical. 
This overlooking of psychological violence has to some extent been rectified by 
the South African Human Rights Commission (2008:5), which included it with 
bullying, gender-based violence, accidental violence, discrimination and violence, 
sexual violence and harassment, and physical violence as the most common 
forms of violence in schools. Psychological violence included back-chatting, 
insolent behaviour, threats, name-calling and the spreading of rumours. 
Nevertheless, parents, the public and even the DoE remain largely oblivious to the 
effect of these wider elements of violence in shaping the more visible types of 
physical violence manifested by learners (Hinkle & Henry, 2000:19). If violence 
towards other learners is composed of a conglomeration of physical, psychological 
and emotional attacks, many of them not easily visible in the school context, it is 
reasonable to assume that violence targeted at educators will also contain a mix of 
these elements.  
 
2.4  PERSPECTIVES ON VIOLENCE 
Greene (2001:21) identifies five perspectives on violence, discussed in turn here. 
The Comprehensive Approach  
The National Research Council (NRC) makes clear that often violence is seen 
only as one element that is not a true perspective. Rather, all four „levels of 
explanation‟ are to be considered when discussing causes of violence and these 
different explanations form a comprehensive approach that regards violence as 
culminating from community, family, school, peer pressure, and individual factors 
such as antisocial behaviour and alienation (Greene, 2001:22). 
The Psychosocial Developmental Approach 
This perspective studies different components of social learning, and identifies 
early childhood development as a major factor in explaining later violent behaviour 
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(Greene, 2001:23). It also views television, family behaviour, and early school 
experiences of failure and rejection as causes of violence. 
The Biological Genetic Approach 
This perspective focuses on neurological, hormonal, genetic, or any other 
biological influences as predictors of violence. Greene (2001:23) divides the 
examples into permanent factors, such as foetal or prenatal development, 
accidents and brain trauma, and temporary factors, such as alcohol, drugs, 
hormones, genes, and diets. 
The Social Environmental Approach 
There are several identifiable views on the causes of violence, and this approach 
looks beyond the environment of personal and family factors to include the effects 
of gangs, schools and the cultural background. The NRC emphasizes that socio-
economic backgrounds manifest themselves through ethnic and racial differences 
in violent behaviour. Poverty and community changes also play a role, as the 
social aspect identifies issues of family, individual, culture and society as causes 
of violence. 
The Liberal Approach 
From a liberal perspective, understanding is achieved of how social conditions 
may contribute to school violence. If children are brought up in homes where rules 
and regulations are minimal, and a laissez-faire approach prevails, the children 
may become attention seekers and perhaps be alienated in class as they enter 
the school setting unprepared to learn. 
 
2.5   CAUSES OF VIOLENCE 
According to de Wet (2003:91), school violence may be caused by external and/or 
internal factors. Those that have a contributory influence on learners outside the 
school milieu are classified as external, while those that influence learners at play 
in the school are internal.  
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2.5.1 External factors 
According to Fraser, Meier, Potter, Sekgobela and Poore (1996:250), external 
factors are equal to, if not more significant than, internal factors in promoting 
school violence. The following is a brief overview of several external factors, some 
of which overlap with Greene‟s postulations. 
 2.5.1.1 Family Factors  
The family is a contributory factor to the problem of violence in schools. Hill and 
Hill (1994:2) saw schools as representing a „microcosm of the community‟, from 
which the types of behaviour learned and accepted at home filtered into the school 
and were thought to be acceptable. They also found a strong relationship between 
the crime rates in the community and its frequency at the school. Writing at the 
same time, Charlton and Kenneth (1994:24) posited that the quality of family life 
was likely to have a significant impact on behaviour. An example was cited by 
Garcia (1998:2) of a girl brought up in a family whose ontological existence was 
based on using violence to resolve everyday issues, and who portrayed herself in 
an intolerant and violent manner towards other people. 
Whilst the family has great potential to affect the child positively, there follows a 
discussion of certain family factors that may influence a child‟s physical and 
psychosocial development negatively.  
a. The impact of parents‟ separation 
The current increase in the percentage of married couples separating and 
divorcing has led many schools to elicit the support of a psychologist to assist their 
learners through associated difficulties. Oskamap (1987:25) wrote that the 
separation of parents has a tremendous impact on children‟s behaviour, and is 
perpetuated into adulthood, when it may manifest itself as depression, anxiety and 
personality disorder. Children who experience parental separation are exposed to 
social isolation and have a high probability of expressing deviant behaviour. 
Charlton and Kenneth (1994:25) supported Oskamap‟s claim regarding the 
negative effect parental separation has on children‟s psychosocial development, 
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emphasizing that when children become separated from either one or both 
parents they may deliberately misbehave and display delinquent behaviour.  
Common practice currently is for separated parent/s to send the child to live with a 
family member and in so doing transfer the responsibility to someone else. Thus, 
any positive influence parental togetherness may have on a child‟s wellbeing, both 
morally and in terms of instilling values, is to some extent negated. The lack of 
parental presence may also be a reason for violent behaviour towards educators, 
and it exacerbates the problem schools encounter in trying to contact the home 
when trying to manage violent and deviant behaviour committed by learners 
towards educators.  
Usually following a long separation, divorce becomes imminent. If separation of 
parents has a negative influence on children‟s social behaviour, the effects of 
divorce are likely to be more profound (Hill & Hill, 1994:10). For instance, parental 
involvement in school matters declines and communication deteriorates between 
the parents and between the parents and the school. Such a period is abnormal 
for the entire family, and unless an effort is made to re-establish a normal, 
supportive environment, the family is likely to become dysfunctional. In this 
situation, several families struggle with unemployment, financial difficulties, and 
custody suits, which in turn may lead to depression and substance abuse by both 
parents and their children. As Hill and Hill (1994:11) found, children from divorced 
homes often resort to alcohol and drug abuse, which then acts as a catalyst for 
acts of violence (de Wet, 2003:93). 
b. Unstable families 
Lauer (1995:444) and White (1995:52) assert that many who have a disturbed 
family background will tend to display deviant behaviour or adjustment problems. 
Often children carry this to school and view violence as the only mechanism 
available for handling their day-to-day issues. Therefore, children view everyday 
conflicts and disagreements as means of expressing their anger (Charlton & 
Kenneth, 1994:3). The Human Sciences Research Council of South Africa (HSRC, 
2001:7) invoke the proverb that „violence begets violence‟ in arguing that children 
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who grow up experiencing violence tend to use these experiences to cope with 
situations as they become adults.  
c. Social adversities 
Poverty, unemployment, and housing shortages may also be catalyst for violent 
and crime-related behaviour in schools (Elliot, Hamburg & Williams, 1998:11; 
Rankapole, 2000:19; van den Aardweg, 1987:225). These factors exert great 
stress on family members, especially the parents, and in a way distract the 
parents from monitoring and disciplining their children. Children who grow up in 
communities that are socially inadequate, where morals and values are not 
modelled or taught, have a high probability of turning to violence in day-to-day 
activities. 
 2.5.1.2. Peer Pressure 
The influence of peer group pressure can be great (Rankapole, 2000:20), with 
children behaving in a certain manner in order to earn their peer‟s approval. 
Hoghughi (1996:275) also found that many children become involved in deviant 
behaviour that contravened the school‟s code of conduct merely to gain 
acceptance from a particular group. This in turn caused them to display insolence 
and defiance towards educators just to protect their peers. 
 2.5.1.3. Gangsterism, drugs and alcohol abuse 
Hill and Hill (1994:11) posit that schools are viewed as ideal sites to scout for 
future consumers and workers in the drug business. Currently, with learners 
having rights and freedoms enshrined in the country‟s Constitution (1996a), 85% 
to 95% of teenagers in South Africa are involved in some form of deviant 
behaviour, such as taking and dealing in drugs (Hill & Hill, 1994:10). The type of 
drugs used may also contribute to unpredictable and aggressive behaviour, 
another construct of school violence (de Wet, 2007:674).  
Klewin, Tillmann and Weingart (2003:866) identified gangs in the school‟s 
surrounding areas as one of the key risk factors for school violence. The 
Criminological Act 22(1) (2009:59) refers to several newspaper articles in support 
of this claim, and mention is made in many of these articles of how fights during 
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weekend drinking session spill over into school. Western Cape schools are the 
scenes of much of this school „gang culture‟, having been infiltrated by gangs 
operating within the school community, and this has lead to an increase in school 
violence. Educators are intimidated by the gangs and in an attempt to prevent the 
gang mentality from filtering into the classroom or school grounds they themselves 
become victims of further violence. 
 2.5.1.4. The media and its influence 
Research has shown that the media has an influence on learner behaviour, with 
Speaker and Petersen (2008:5) among those who find a „casual relationship‟ 
between television and actual violence. They emphasize the significance of 
educators being well equipped to deal with the influence of what learners see, 
hear and live on a daily basis. De Wet (2003:94) points to a tendency for the print 
media, television programmes, films and fiction to exacerbate violence, stating that 
when children are continuously exposed to media violence it increases the 
incidence of violence and aggression, and to a large extent diminishes the 
sensitivity to these experiences. This is relevant to the study since aggression in 
schools is a construct of school violence (Furlong & Morrison, 2000:71). The 
HSRC (2001:15) echoes the sentiments by stating that violence expressed in 
television programmes, music lyrics and the Internet also play a significant role in 
promoting violent behaviour. 
Although television viewing time might to some extent have been reduced by 
competing or overlapping media, such as the Internet, statistics from two decades 
ago suggested that „„With unsupervised viewing, children annually experience 
10,000 hours of television containing five to eight violent acts per hour‟‟ (Bybee & 
Gee, 1982). Watching cartoons on a Saturday morning would supply a child with 
26.4 incidents of violence each hour (Eitzen, 1992), while for Roberts (2006:5), 
televised wrestling „infuses‟ violence and sex on impressionable minds of the 
young, who believe that one cannot exist without the other. Roberts (2005:5) 
argues that angry learners imitate what they see, and accept it as the norm. A 
relationship between television violence and actual violence has therefore been 
argued to exist for some time (Speaker & Petersen, 2008:5), and watching 
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television, with its various violent shows, whether in cartoon form or as drama, 
may send a tacit message to children that some adults resort to violence in solving 
differences.  
According to Eitzen (1992:91), before a child is 18, he or she has seen 100,000 
beer commercials, and as mentioned above, since many violent incidents are 
related to drug abuse and alcohol abuse, this exposure may have an influence on 
what the child regards as the norm. It may thus lead to a perception or belief that 
violence and alcohol consumption are sanctioned by the public.  
Hill and Hill (1994:7) wrote of the “Nintendo generation”, which strongly advocated 
the resolution of conflict through violence. Lyrics of some songs were vulgar and 
chanted a mantra of sex, drug use and violence. Teenagers became so involved 
in the songs that they walked around the school grounds with headphones sealed 
to their ears, concealing them from the educators. If they were asked to hand over 
the headphones, educators experienced resistance, defiance and back chatting. 
Recent proliferation of mobile telephones and associated digital storage devices 
amongst learners is already being reported to have compounded such problems, 
as well as giving rise to others.  
 2.5.1.5. Biological factors 
Biological factors are categorized as external since they occur outside the school 
milieu. These include stress and heredity factors. 
 a. Stress 
Kreitner and Kinicki (1995:455) define stress as a mechanism pertinent to an 
individual‟s behaviour and psychological being, in response to an external action 
or occurrence, and which may provoke specific physical and psychological 
reactions. Rankapole (2000:26) wrote that stress has an influence on behaviour, 
cognitively and psychologically, while for Coetsch (1999:676) it was an individual‟s 
reaction to a threatening situation, and for Lalloo (1990, in Dunham, 1994:105), 
certain incidents of violence in schools occur due to stress. According to Fraser, 
Meier, Potter, Sekgobela and Poore (1996:251), stress caused by factors such as 
poor housing and absence of both parents due to job obligations (which lead to 
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inadequate authority amongst siblings and overcrowding), is sufficient to make a 
South African child hostile and violent. Mattson (2003:95) wrote that stressors that 
have long-term effects impact on the person even after the stress factor 
disappears. Persistent stressors activate for longer periods the neuroendocrine 
system, which controls the secretion of hormones that balance and ensure optimal 
functioning of the nervous system. Changes to this balance may cause a 
response to forms of behavioural stress through violent behaviour, displayed in 
various ways such as pushing, screaming, insolence and intimidation. 
 b. Biological make-up  
According to Eisenbraun (2004:462), an increased level of testosterone and a 
decreased level of serotonin can cause increased agitation and aggression, both 
of which can culminate in violent outbursts. Testosterone is a male hormone 
responsible for the development of male characteristics, while serotonin is a 
neurotransmitter that plays a vital role in transmitting signals from the body to the 
brain. Antidepressants boost the supply of neurotransmitters. As Mark and Mann 
(2003:65-70) point out, low levels of serotonin may cause individuals to engage in 
violent behaviour, while reduced serotonergic neurotransmission can cause an 
increased risk of aggressive, impulsive or violent behaviour.  
There is much debate as to whether genes play a role in personality traits, and the 
extent to which they transmit emotional, psychological and physical characteristics 
from parent to child (Rankapole, 2000:57). Although heredity may have an 
influence on human behaviour, if some people within a certain family appear to 
have a greater probability of acting aggressively it can be argued that it is due to 
factors in the domestic environment rather than genetic inheritance.  
 
2.5.2. Internal factors 
Internal factors are those that deal with issues in the school setting. The absence 
of order and discipline, as well as lack of authority from educators and the school 
management (Greene, 2001:19), fall into the category of internal factors that 
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contribute to school violence. The following paragraphs explicate these internal 
factors.  
 2.5.2.1. The School as a contributory factor to school violence 
Research indicates that the school‟s ethos is a major contributory factor to 
learners behaving violently (Galloway & Goodwin, 1987:95), and a number of 
factors in the school can provide the ideal environment for violence to occur.  
 a. The school climate  
According to Hayman and Snook (1999:17), school violence can easily occur in 
schools with a negative school climate, characterized by educators who complain 
excessively and do not experience job satisfaction. Eliason and Frank (2000:1) 
identified the origin of a negative climate as being an ineffective, inconsistent, 
egocentric principal. For Burton (2008:10), schools with weak bonds and a high 
degree of conflict between learners, and between learners and educators, are 
ideal conditions to breed delinquency and violation of the school‟s code of 
conduct. Burton (2008:5) also posits that high truancy rates, poor academic 
achievement, and high levels of distrust between educators and learners, as well 
as low commitment to the school by learners, are possible precursors of school 
violence.  
       b. Management and leadership 
The Education Labour Relations Council refers to the Employment of Educators 
Act 76 of 1998, and the duties and responsibilities of members of the school 
management team (SMT). One of the key functions of the SMT is to provide policy 
for operational reasons, so that the school runs smoothly with minimal disruptions. 
Thus, it is the prime function of the SMT to analyze the school environment and 
identify areas where guidance is required (Employment of Educators Act 76 of 
1998, iv, v & vi). Undertaking these functions, it is the SMT‟s responsibility to work 
with the DoE to ensure that the school milieu is conducive to effective, 
uninterrupted teaching and learning. To maintain a safe working environment, 
argues Khoza (2002:75), should be part of every institution‟s policy. 
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Leadership is defined by Rankapole (2000:23) from within a management 
paradigm as influencing and directing the workmanship of individuals in such a 
manner that they will be willing and ready to reach the goals, mission and vision of 
that organization. Hill and Hill (1994:19) regard leadership as a major factor in 
preventing school violence, and believe that in order to eradicate school violence 
and maintain a safe school environment, effective leadership is required at the 
district and school level. 
According to Van de Bank (2004:21), the type of management or leadership 
portrayed by the school‟s principal is paramount in creating a successful teaching 
and learning environment. Leadership has an effect on the performance and 
behaviour of the school, the staff and the learners. Practice of effective leadership 
in schools has an effect on learner behaviour and thus principals are the key 
persons to reduce school violence through setting an example and implementing 
effective discipline techniques. Besag (1989:105) reports that an autocratic 
leadership style is top-down and without consultation, thus breeding resistance to 
change, as well as vandalism, arson and even murder. 
The significant point to be made here is the need for leaders who know what they 
want and why they want it, and who enact the skills to communicate these 
synergies to others in a way that will gain their participation. This requires leaders 
who are transformational, a quality regarded by Tichy and Devanna (1986:21) as 
involving change, innovation, entrepreneurship and the capacity to use resources 
for better productivity. They emphasize that transformational leadership pivots on 
change and adaptability. South African schools in the current context therefore 
need to be better informed about change and transformational leadership styles, 
so as to produce safe school environments that are conducive to teaching and 
learning (Hill & Hill, 1994:5). They need to be equipped to change unsafe schools 
into safe and secure schools, to which end Durbrin (1995:5) argues that leaders 
must nurture warmth, emotional support and trust for learners and educators.  
It is in the interest of the learners and educators that the school leadership is 
dynamic, and eager to adapt to the changing context, bearing in mind that the 
school must be a safe and secure environment, as stipulated by the Constitution 
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(South Africa, Act 108 of 1996a). School principals are responsible for creating a 
safe learning environment (Squelch, 2000:138), through policy, processes, and 
procedures. On the other hand, if the principal is weak and ineffective, the 
environment will not be conducive to teaching and learning. For instance, some 
members of management feel they do not have the appropriate resources and 
recourse to deal appropriately with learners who behave violently. Rather than 
look to improve the situation through such measures as improving motivation of 
learners and teacher qualifications, they neglect the signs, and their poor 
management of violence in their own school thus sends a negative message to 
the learners, educators and the community (Hill & Hill, 1994:12).  
 c. The curriculum as a key factor in school violence 
The curriculum was recognized by many researchers, especially during the 1976 
unrest in South Africa, as an important influence on learners‟ behaviour in the 
wider social context (Adam, 2007:46). As Rakapole (2000:26) wrote, schools are 
constantly challenged to examine what they are offering to their learners, how it is 
offered and whether it has any significance for the future lives of the learners and 
society. The curriculum must therefore suit the needs of the learners and the 
culture of all people. Following the constitutional change, the new education 
dispensation has avowedly aimed at meeting the needs of all learners across all 
cultures. Thus, incorporated into the curriculum are morals and values that are 
inculcated in learners‟ behaviour and attitudes towards other learners, their 
educators and elders. This is part of the so-called „hidden curriculum‟ (Zeelie, 
2004:46), but if learners are taught content while the method of delivery does not 
take into account the diversity in culture, they may feel oppressed and not 
recognized.  
Learners who become detached from their classes for such reasons as racial and 
cultural inadequacies may thus become alienated in class. According to Frasier et 
al. (1996:255), cultural inadequacies arise when the youth are indifferent to their 
own culture and antagonistic towards Western culture. As a solution to this, 
Noonan (2004:62) argues that successful schools must have a learning 
community in which adults speak the same language as the learners, both 
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figuratively and literally. This ensures that the learners do not get lost but rather 
feel motivated to build relationships that are constructive. The National Curriculum 
Statement prescribes that learners‟ cultural diversity must be acknowledged in 
educating them, while for De Wet (2003:92), if the curriculum is irrelevant to the 
learners they will lose interest and turn to violence and other behaviour that is 
deviant or unacceptable to learners or educators.  
 d. Discipline and punishment 
The new education system introduced in 1994, following the Constitution, spelled 
out many changes to the previous one, both legally and to the curriculum. 
According to the new education dispensation, learners were awarded a certain 
legal status (Bray, 2000:9), with statutory rights. For instance, they could not now 
be reprimanded with corporal punishment, shouted at or asked to leave the 
classroom. This has changed the educator-learner relationship, with learners and 
their parents free to remind educators of the former‟s rights and report a school to 
the media if they are broken. However, while a few educators express concern 
about the abolition of corporal punishment (HRSC, 2001:45), complaining that the 
alternative forms of punishment recommended by the DoE are inadequate to curb 
learner indiscipline and aggression, others see the challenge as being to avoid the 
necessity for punishment through effective discipline and improved motivation of 
learners in the classroom. 
 e. The DoE‟s ruling on retention 
The South African Schools Act (SASA, section 3(1) stipulates that attendance at 
school is compulsory, however it does not specify the maximum age at which the 
learner‟s school attendance terminates. To add to this problem, the Minister of 
Education has instructed all provincial departments of education to oversee the 
pass and failure rates at schools, especially at the end of the year. Schools are 
thus instructed to promote learners who do not meet the requirements of that 
particular grade to the next, if they are older than the learners in the grade or if 
they have spent too many years in a phase. This has affected secondary schools, 
which are compelled to sustain learners who are older than the rest, who may 
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have a deviant record, and who cannot cope in the normal mainstream school. 
Often these learners are problematic in their behaviour. 
 f. School policies in dealing with learner issues 
In discussing the effect that authoritarian schools have on learners, Harber 
(2004:20) refers to the schools‟ day-to-day running, in which learners‟ rights, 
feelings and needs may be disregarded. Such an authoritarian set-up perpetuates 
gender, racial and political inequalities, with learners feeling oppressed and 
perceiving that they are being treated unjustly. Mulvey and Cauffman (2001:800) 
note that schools have a negative effect when they implement headstrong policies 
such as „zero tolerance‟ for reported problems. They provide an example of a 
learner who was expelled for carrying aspirin, causing this learner to hold the 
school management in contempt for making such a harsh decision for something 
so minor. Such a precedent may in turn encourage other learners to withhold 
information from management for fear of harsh punishment, in this case taking 
legitimate medication being misconstrued as substance abuse.  
Corene de Wet (2009:63) wrote that if an educator is abusive to his or her learners 
then these same learners begin to see violence as acceptable. According to 
Noonan (2004:62), learners who feel noticed and valued by their educators are 
motivated to work hard and refrain from violent behaviour, and since educators are 
looked on as models, they must strike a balance between setting expectations and 
limits and providing opportunities for exercising choices. 
 
2.6. CONSEQUENCES OF SCHOOL VIOLENCE FOR TEACHING AND 
 LEARNING 
The growing violence in schools, not only towards learners but also towards 
educators, has an effect on the school and its role-players, which are the 
educators, learners and parents. The entire school milieu is thus affected 
negatively, and schools that encounter acts of violence towards educators but do 
not have coping and preventive strategies send out a bad message to the public 
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(Hill & Hill, 1994:14). Many senior educators may find themselves in a constant 
struggle with the new education dispensation because they lack an approach to 
dealing with contemporary youth culture. 
The HSRC (2001:15) referred to the influence school violence and crime was 
having on the morale of educators, the ethos of the school and the attitudes of the 
learners. This was affirmed by De Wet (2008:60), who argued that school violence 
not only constitutes a violation of rights but also has a “debilitating effect on the 
morale of school managers, educators and governing bodies”. In the HSRC report, 
principals in the Western Cape claimed that more than 56% of school violence 
incidents had a negative impact on school discipline, and over 50% of principals 
said that they caused a deterioration of learners‟ academic achievement and 
concentration. In the same report (2001:vii), all stakeholders in education stated 
categorically that crime and violence in schools have a detrimental effect on 
teaching and learning. It promoted high educator and learner absenteeism, 
reduced levels of concentration, caused a decline in discipline, and led to low 
academic performance and low educator morale. Smith and Smith (2006:35) also 
pointed to a link between school violence and educator attrition. 
 
2.7. CONCLUSION 
Chapter Two has discussed the nature of school violence, with implications for 
research into its targeting of educators. It examined Matthew Greene‟s theories, of 
the comprehensive, the psychosocial, the biological-genetic, the social 
environmental and the liberal approaches to dealing with causes of school 
violence. These in turn overlapped with external factors that encompass a range 
of factors that occur outside the school milieu, and play a key role in contributing 
towards school violence, as well as a series of internal factors related to the 
school itself. The chapter ended with consequences of school violence for 
educators and learners. 
Chapter Three focuses on the research methodology of this study, notably the 
research design, which is qualitative, and the interpretive paradigm used as a 
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framework to allow me to undercover the meaning of the social phenomenon of 
school violence.  
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CHAPTER THREE 
RESEARCH DESIGN AND METHODOLOGY 
 
3.1.  INTRODUCTION 
Chapter Two clarified the concept of „school violence‟ and discussed 
manifestations of it, along with a review of literature on the various factors leading 
to it. The consequences of school violence were also elucidated. 
The aim of this study is to uncover the nature of school violence as perceived by 
educators, to examine its influence on effective teaching and learning, and to 
determine the role of management in reducing or preventing it occurring in the 
school milieu. This includes strategies employed by school management in 
dealing with incidences of violence towards educators. 
This chapter explicates the research design and the methodology implemented in 
this study. 
 
3.2. RESEARCH DESIGN 
A research design can be regarded as a blueprint for how research is conducted, 
and a plan for selecting participants, research sites and data collection procedures 
vital to answering the research question (De Vos, 1998:152-3; McMillan & 
Schumacher, 1993:157; Mouton, 2001:55; Rankapole, 2000:49). 
 
3.2.1.  Research paradigm 
The research design implemented in this study is qualitative, with an explorative, 
descriptive and contextual focus. Marshall and Rossman (1999:59) describe 
qualitative research as exploratory, descriptive, and as taking place within the 
context and setting of the person or people being studied. Consequently, a deeper 
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and richer understanding of the phenomenon is revealed. This particular study is 
contextually based on a case study of school violence towards educators as 
experienced in certain Gauteng schools. Briefly defined, a case study involves an 
empirical inquiry that examines a current phenomenon in its real-life context (Yin, 
1994:13). Educator experiences will be explored and described, and the support 
rendered to them in dealing with this phenomenon unveiled. The interpretive 
paradigm provides an explanation as to how people connect meanings with 
events in their lives, thereby allowing the researcher to view them from multiple 
perspectives (Neuman, 2000:144). From a qualitative perspective, this approach 
allows the researcher to understand and explain the essential  meaning of social 
phenomena with minimal, if any, disruption of the natural setting (Merriam, 
1998:5).  
The interpretivist paradigm is appropriate to this study, since it is premised on a 
belief that people vary, and therefore multiple realities exist for them. I anticipated 
revealing this when data collected from the educators was interpreted. This 
paradigm is based on the natural world, in this instance the school context 
(Calhoun, Gerteis, Moody, Pfaff & Virk, 2007:68), and is known by many other 
names, such as constructivism and symbolic interactionism. Its ontology is 
founded on the premise that reality can only be experienced via the use of 
language (Smith, 2005:2), with ontology here being socially constructed during the 
process of interaction between the researcher and what is being researched. In 
the interpretivist way of thought, knowledge is constructed subjectively, according 
to how people experience it. Thus, the only way to access epistemology, which 
means the way knowledge is created, is by human interaction (Smith, 2005:2). 
Calhoun et al. (2007:25) reiterate that a research design based on interpretivism 
emphasizes that people develop their identities and ideas of how society functions 
as they interact with those around them.  
The interpretive paradigm, which is anchored in qualitative research, entails 
finding the purpose of intent by fundamentally sharing in people‟s feelings, 
interpretations, definitions and discernments. It is about seeing „things‟ or 
phenomena through their eyes (Henning, Van Rensburg & Smit, 2004:2). In this 
study I attempt to understand the phenomenon of school violence as experienced 
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by educators, and so emphasize the reasons and social context in which this 
phenomenon occurs (Flisk, Von Kardoff & Steinke 2005:3; Neuman, 2007:71). 
 
3.2.2. Case study 
This research makes use of a case study as a design type, and involves intensive 
investigation of the phenomenon, which is school violence directed towards 
educators, as it exists in a real life school setting. Merriam (1998:27) states that 
the case study allows the researcher to see the case as a single entity, and a unit, 
with boundaries around it, thus enabling a clear delineation of what is to be 
studied. For Henning et al. (2004:4) and Flick et al. (2005:147), it has an 
identifiable boundary, which has been particularly selected according to its degree 
of significance in effectively answering the research question. In contrast, Yin 
(1994:161) writes that this boundary is porous and so not as exclusive.  
In this study, the case is a person, such as a learner, an educator or a principal, 
and an entity, such as a school or a certain policy. Merriam (1998:29 characterizes 
a case study as particularistic, descriptive and heuristic, whereby it focuses on a 
particular situation, event, programme or phenomenon. School violence towards 
educators makes this case study particularistic, whilst it is descriptive in that it 
aims to make a „thick‟, complete, literal description of the phenomenon. It is 
heuristic in that it illuminates the reader‟s understanding of the phenomenon by 
discovering new meanings, extending the reader‟s experience or confirming the 
known (Merriam, 1998:39). This aspect is dealt with after the data is presented 
and analysed in Chapter Four. 
According to Geertz (1973:91), case studies aim to portray „What it is like‟ in a 
situation, to catch the close-up reality and „thick description‟ of the participants‟ 
lived experiences. Thus, case studies stress that events and situations „speak for 
themselves‟, without the researcher interpreting, evaluating or judging them 
(Geertz 1973:182). For these reasons, the use of a case study was appropriate, 
and the data obtained from it will clarify human experiences, in this case the 
phenomenon of educators‟ experiences of violence. This will increase knowledge 
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of and develop a deeper appreciation of human existence. By gathering as much 
information as possible about the problem, case studies allow the researcher to 
analyse and interpret problems, since they allow accessibility to the actual 
accounts of people‟s worlds and their conceptions of their actions (Merriam, 
1998:38). Concepts are created and connections between them drawn.  
A limitation of case studies is that they may not be used to make generalizations, 
except when others see their application. For instance, school violence towards 
educators cannot be used to draw conclusions without details about that particular 
school‟s context. Nor are they open to crosschecking, since they are subjective or 
biased, which is relevant in an interpretive study, since every person‟s 
interpretation of reality depends on that individual experience. Observer bias may 
also be a problem, regardless of reflexivity (Cohen et al., 2000:184), though this 
was addressed by the researcher being neutral and adhering to the ethical 
standards demanded. 
 
 3.2.2.1. Case Selection 
As Du Plessis (2006:57) points out, the researcher needs to be able to answer 
precise questions, including the identification of the people on whom he or she will 
focus, the period of the particular study, the activities and events to be included, 
and the parameters that define the case study. In answering these questions, the 
researcher must firstly define the units of analysis, which in my study are the 
educators who have experienced incidents of school violence from learners. 
For this study I selected three secondary schools, since as an educator in a 
secondary school I had witnessed a growing incidence of school violence towards 
educators from parents and learners. Also, on meeting educators from other 
secondary schools in meetings, workshops, training or causally, I had discerned a 
growing trend of incidents of school violence towards educators. I found that many 
younger educators and „student teachers‟ were struggling with these issues. The 
first school to be chosen was in a rural area, since rural schools function in a 
different context from urban ones, with particular struggles and challenges (Hill & 
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Hill, 1994:3). The second school was an ex-model C school, i.e., one that used to 
be relatively independent of the DoE. The learner composition comprised relatively 
affluent African learners. I selected it because I had taught in it and so it was 
convenient for me to interview the educators, and easy for me to gain their trust. 
The third school was based in the area in which I lived, and therefore was 
geographically convenient. The learner composition was multicultural, with a wide 
variety of races. The overall rationale behind choosing these three different 
schools was that each was functioning in a different context and the learner 
composition across each school varied. 
 
3.3.  DATA COLLECTION STRATEGIES 
Merriam (1998:69) explains that, in qualitative research, data captures the key 
elements of the phenomenon, person, object or situation and furnishes detailed 
accounts of people‟s behaviour, thoughts, feelings, opinions, experiences, 
knowledge and activities. Miles and Huberman (1994:9) write that the words used 
in describing qualitative data are arrived at from interviews, observations and 
documents. In this study, focus group and individual interviews were conducted, 
and documents analysed.  
 
 3.3.1. Interviews 
According to Creswell (2003:185), in qualitative research there is a need to 
„„purposefully‟‟ select participants or sites that will best enable the researcher to 
understand and answer the research question. This differs from quantitative 
research, where there is a random sampling of a large number of participants. 
One of the striking advantages of qualitative research is that the researcher 
becomes the instrument, thus, as the one who is in close contact with the 
participants, he or she is able to respond to and expand on the context. 
Furthermore, the researcher also becomes aware of nonverbal aspects and can 
then adapt question techniques to fit the circumstances. Merriam (1998:7) 
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emphasizes that the researcher will be able to clarify, summarize and explore 
anomalous responses and findings as the study evolves. 
Interviews are regarded as a conversation with a purpose, characterized by 
person-to-person encounters, where one person elicits information from another 
(Yates, 2004:156). According to Atkinson and Silverman (1997, in Henning et al., 
2004:50), interviewing is considered as a way of life in today‟s society because of 
the increased emphasis on the values of an individual‟s perspective. It is these 
perspectives that form society and a body of knowledge relating to the human 
condition and social processes. This study used interviewing as a tool to obtain in-
depth information of the participants‟ perceptions and experiences of violence 
directed at them. Henning et al. (2004:52) and Neuman (2000:371) purport that 
the fundamental purpose of interviewing is to find out what is in and on a person‟s 
mind, in order to elicit their subjective realities and perspectives. Interviews are 
used to uncover those things that cannot be directly or openly seen, such as 
feelings, thoughts and intentions, and elicit information regarding the way people 
organize their world and the meaning they attach to events. Merriam (1998:71) 
and Yates (2004:156) write that interviewing is a means of entering and sharing 
another‟s perspective.  
The main types of interviews are structured, unstructured and semi-structured, 
depending on the level of specification of questions they contain. Unstructured or 
informal interviewing is typically used when the researcher is not completely 
conversant with the phenomenon under study, and so may formulate questions in 
response to the answers being given. By contrast, structured interviews follow a 
prescribed plan that allows no room for deviating from the set questions. For this 
study, semi-structured interviews were used because they combine elements from 
both types, and because there were a variety of questions, ranging from highly 
structured to open-ended.  As Merriam suggests (1998:74), this type of interview 
enables the researcher to respond to the situation as it unfolds, to investigate the 
worldview as it emerges from questions, and to highlight new ideas pertinent to 
the research aim and objectives, and ultimately the issue being studied. To this 
end, the interview is only guided by an agenda that is not too prescriptive, 
because qualitative research gathers information from its participants and cannot 
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predict what it may reveal. (Yates, 2004:156). For this study, this type of interview 
worked well as questions were not completely prescriptive, and it allowed me to 
probe into the participants mind to follow up on certain issues that required 
clarification. I was able to ask „why‟, „when‟, „how‟ and „whom‟ questions as the 
information began to unfold. 
Two sets of interviews were conducted in each school. First, a focus group 
interview using post-Level One educators only. No management members took 
part in the focus groups as educators may not have felt free to reveal incidents or 
report on how the SMT managed school violence issues towards them. Second, I 
conducted individual interviews with a single member of the SMT, who was either 
a head of department, deputy principal, principal, grade tutor or grade head, at 
each school. I selected them according to the member responsible for handling 
incidents of violence and the SMT member who recorded this information.  
The questions were such as to elicit information around school violence towards 
educators:  
 Talk about your experience or knowledge of learner violence towards 
educators in this school. 
 How is this managed at school? 
 What ideas do you have for the management of school violence directed at 
teachers? 
Transcription is a process of creating graphic representations of conversational 
behaviour that will be available for analysis at a later stage. In transcribing, the 
idea is to capture as accurately as possible the words expressed, as well as 
prosodic features such as the pitch and non-linguistic behaviour, for example, 
laughing and sighing (Du Plessis, 2006:66). Flick et al. (2005) argued that this 
captures the unique context of the conversation, in this case the intensity of the 
educators‟ experience concerning school violence. Transcriptions were made of 
the audio-recordings.  
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 3.3.2.  Documents 
Creswell (2003:187) listed documents as including minutes of meetings, 
newspaper articles, journals, diaries and letters. E-mail discussions are also 
classified as documents. This type of data collection is paramount in providing 
historical evidence and information. It was appropriate as I was able to look at 
records of incidents of learner violence towards educators, how they were handled 
and whether they were resolved. In addition, by viewing the schools policies I was 
able to uncover how the schools approached such issues. 
 
3.4.  DATA ANALYSIS  
Mouton (2001:108) defines data analysis as the “breaking up” of data into smaller 
manageable themes, patterns, trends and relationships. The objective of analysis 
is to understand the various aspects of data gathered through inspection of the 
relationships between concepts, constructs or variables, then to decipher any 
pattern or trend that can be either identified or isolated, or to identify themes in the 
data gathered (Mouton, 2001:108). According to Merriam (1998:160), any data 
analysis in qualitative research is known as „content analysis‟, which is used to 
search for themes and recurring patterns of meaning. Various options exist to 
assist converting the „raw‟ data into useful patterns of meaning.  
Creswell (2003:190) views data analysis as a process involving preparation of the 
data for analysis, conducting various analyses, moving deeper into understanding 
the data, representing it, and ultimately making an interpretation of its larger 
meaning. According to Mouton and Marais (1993:34), data interpretation during 
the qualitative process involves developing ideas about the findings and relating 
them to relevant literature and to broader concepts and concerns. For Neuman 
(2000:419), data collection begins early so as to guide further collection, and is 
mostly in the form of words that often have many meanings. Henning et al. 
(2004:127) state that analysis is not a linear process, but comprises reasoning, 
argument and presentation of data through vivid descriptions and explanations, 
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the aim being to systematically and comprehensively elicit meaning and search for 
similarities, differences, categories, themes, concepts and ideas.   
 
3.5.  RESEARCH QUALITY 
Maxwell (1992) refers to „interpretive validity‟, which focuses on what objects, 
events and behaviour mean to different people. I ensured the inclusion of all 
relevant data, with all data sources referenced, and used original data that told 
stories from the participant educators‟ perspectives. Triangulation of data sources 
was achieved by using focus groups, individual interviews and documents. I also 
asked the participant educators to read the interview transcripts to verify their 
accuracy.  
 
3.6.  ETHICAL CONSIDERATIONS 
Merriam (1998:72) writes that a concerted effort must be made to adhere to ethical 
standards and principals while the researcher enters the “life-world” of the 
participants. The first ethical consideration is informed consent, which is to ensure 
that the participant is aware of the contents and proceedings of the research. 
According to Flick et al. (2005:335), this ensures willing participation and 
eliminates any adverse consequences of participation. It is also important to 
inform the participants that they can withdraw at any time during the research, 
without any repercussions (Yates, 2004:161). The participants must also be made 
fully aware of the purpose of the study so that they are able to make an informed 
decision regarding participation (Flick et al., 2005:336). 
The second ethical consideration is the issue of harm and risk. As Yates 
(2004:159) argues, there must be complete avoidance of exploiting the 
participants. It is essential that researchers bear in mind that potential harm that 
may arise from the results of the research, and every effort must be made to avoid 
this. All participants‟ names and whereabouts must be kept completely 
confidential. 
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The third ethical consideration refers to honesty and trust. The participants must 
be allowed to read the report and, in so doing, if they feel betrayed or exposed, 
they should not accept the interpretations of the interviews. As Miles et al. 
(1994:292-293) claim, such betrayal has negative long-term consequences which 
will make it more difficult for future researchers to enter similar studies. Privacy, 
confidentially and anonymity are key ethical considerations, adherence to which 
ensures that the information obtained from the participants is safeguarded and 
their anonymity preserved. As Neuman (2000:376) argues, “A researcher learns 
intimate knowledge that is given in confidence. He or she has a moral obligation to 
uphold confidentiality of data. This includes keeping the information confidential 
from others in the field and disguising members‟ names.” In my study, 
pseudonyms are used, and the schools‟ names are not revealed. With regards to 
the appendixes names also have been blocked out and in the instance of school 
letterheads and school stamps, I have cut them out. 
Ultimately, research integrity and quality forms the last ethical consideration in this 
study. It is my responsibility as researcher to conduct the research in a careful, 
thoughtful and correct manner that is compliant with ethical standards. Miles et al. 
(1994:294) write that this discourages the type of fraud associated with drawing 
one‟s final conclusions from sloppy research work and claiming the results to be 
valid. 
 
3.7.  POTENTIAL LIMITATIONS 
Receiving permission to speak to the educators was relatively easy in two of the 
schools, but not in the ex-model C school, where the principal insisted on being 
present when the educators were interviewed. This posed a problem because the 
educators refused to be interviewed in his presence for fear of being victimized 
later. It was only after persuasion that I convinced him to allow me to be with them 
alone. I ensured him that the report would be made available to him and the 
participants. I explained the ethical side of the research, as well as aspects of 
confidentiality and trust. I also indicated that the school‟s name would not be 
revealed and that the educator‟s anonymity would be upheld. 
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Documents were difficult to access in the ex-model C school, as I was allowed to 
view reports in the presence of the principal‟s secretary but not allowed to speak 
to the school governing body chairperson to elicit further information about his 
involvement in the school‟s incidents. This could not be overcome, as I had to 
respect the principal‟s wishes. 
 
3.8.  CONCLUSION 
For the purpose of this study, qualitative research is used to obtain a 
comprehensive understanding of the everyday lives of educators in certain South 
African schools, with the aim of providing an accurate picture of school violence 
towards them. The selection criteria of participants in tandem with data collection 
strategies were explained, followed by an explication of the data analysis 
procedure used. The chapter concluded with details of the various ethical 
measures applied. 
Chapter Four contains a detailed account and interpretation of data collected.  
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CHAPTER FOUR 
PRESENTATION AND INTEPRETATION OF DATA 
 
4.1.  INTRODUCTION 
This focus of this chapter is on presenting and interpreting the data collected from 
the three secondary schools profiled in Chapter Three. Themes, categories and 
sub-categories were identified through the analysis of data in order to explore and 
describe how secondary school educators experience violence directed towards 
them. I have intentionally used the educator‟s words verbatim in order to capture 
the intensity of their experiences of school violence (Van Manen, 2002:4).  
  
4.2.  DATA PRESENTATION AND DISCUSSION OF LEARNING 
A summary of themes, supporting categories and sub-categories as identified from 
the transcribed interviews and analysed documents and journals appears in Table 
4.1 below.   
A key is used to indicate data extracted from a particular interview. “In” means 
interview and the following numeral indicates which interview is referred to, from 1 
to 6. (E.g. Interview 4 will be In-4). 
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Table 4.1. Schematic summary of identified themes, categories and sub-
categories  
THEME ONE: Educators‟ experience and knowledge of violence 
CATEGORIES 
 
1. Physical violence 
 
 
 
 
2. Verbal violence 
3. Emotional and psychological violence 
 
SUB-CATEGORIES 
 
Violence to person 
Violence to property 
Violence to possessions 
Mob violence 
 
 
 
 
THEME TWO: Gangs  
CATEGORIES 
 
1. Gangs and school violence 
 
2. Drugs and drug-related issues 
 
 
THEME THREE: What educators perceive the 
influence of school violence to be on their personal 
and professional lives 
  
CATEGORIES 
 
1. Morale is diminished 
 
2. Teaching in an environment of fear and 
insecurity 
 
3. Educators leave public schooling and the 
profession 
THEME FOUR: Stakeholders‟ roles in curbing school 
violence 
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4.2.1. THEME ONE: Educators’ experience and knowledge of school violence  
Educators, in carrying out their duties, interact with learners and their parents at 
one level or another, and in so doing experience different types of violence 
displayed towards them. The frequency of these attacks occurred on a weekly 
basis in schools A and C, while in School B they occurred less frequently. 
 
CATEGORIES 
 
1. The Principal and SMT 
 
2. The school governing body and parents 
 
3. The IDSO and the GDE 
THEME FIVE: Educators' thoughts on how school 
violence can best be managed 
 
 
 
 
 
 
 
 
 
 
 
 
 
Installation of CC TV 
Erection of boundary 
walls 
Armed security guards 
or police 
Swopping of learners  
Sanctions against cell 
phones 
Regular drug tests and 
raids 
1. Improved communication between SMT and 
educators 
 
2. Appointment of school psychologist/counsellor 
 
3. Regular seminars for all role-players 
 
4. Teamwork among all role-players 
 
5. School security 
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Category 1: Physical violence directed at educators by learners and parents 
Sub-category A: Violence to persons 
All of the educators who were interviewed described some type of physical 
encounter with either the learners or parents of some learners. The following 
quotes from the interviews relate direct, person-to-person occurrences between a 
parent and a principal: 
Educator (In-4): “... physically, he hit the principal. He fisted the principal”. Despite 
the behaviour of the parent, the principal still endeavoured to talk over matters: 
“So the principal wanted to move towards him to talk then he, the parent throw the 
brick but missed luckily.” The educator reported that after that the parent started 
swearing and calmly walked out of the school. Learners were around the scene 
trying to capture the moment on their cell phones. The educator in charge of first 
aid cleaned the principal‟s lip, which had been cut open from the blow. 
Educator (In-1): “I had a few experiences in a few classes where they throw chalk 
at you, or papers at you...” 
Educator(In-1): “ ...in the class, I mean the minute you start shouting at the class 
for not doing their work... and the next thing you see a piece of chalk flying at you 
or chappies from their mouth or it‟s paper.” 
Educator (In-2): “... I said face the wall (and I knew angrily) if I have to touch him in 
any way, there will be an accident… he raised his elbow and punched me in the 
mouth.” 
One participant emotionally stated that mugging and gunshots were constant 
reminders to them that their lives could be in danger: 
Educator (In-5): “... um both the deputies and Mr X were at the back of the school 
when they were mugged at gunpoint. They put them on the floor and took their cell 
phones... early in the morning. A gunshot was heard.” This occurred on an early 
morning in 2006, at the time of the first period around eight o‟clock in the morning. 
Mr X had started teaching his Physics lesson and the two deputies went to bring 
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all the other learners into class. Later it was discovered that it was former learners 
who had jumped over the school fence and been responsible for the disturbance. 
This set an uneasy, fear-filled tone in the school for a long time, both for the 
learners and the educators.  
Educator (In-5): “... while two teachers were in their class a petrol bomb was 
thrown in the class... yes the teacher and a few kids were in the class… it was the 
first day of the school year in 2008. We had to survive ... that teacher wasn‟t 
scared to get all our school kids while the classes were burning.” This incident 
ended with learners evacuating the school and the educators spending the entire 
first day in the staff room. The fire department arrived and the next day all 
educators were instructed to return as normal: “There was no management 
feedback, or support how to deal with the bombing of that class. In fact I think they 
were just as afraid as us”. 
An educator lucidly describes her experience of a learner grabbing and pushing 
another educator down the stairway: “Besides abusing her verbally, when he got a 
chance he actually violently abused her. He grabbed and pushed her so that she 
fell. When she fell she hurt her arm in such a way, that she is now let‟s say um 
handicapped... she was unable to walk again since she fell down the stairs and 
damaged a part of her spine. That push down the stairs and she was unable to 
ever walk again.” The educator resigned six months after the incident. 
The educator‟s description of physical violence is confirmed by O‟Moore‟s (2006:4) 
definition, which indicates that aggressive behaviour can include physical, sexual 
or emotional abuse. She states that physical abusive behaviour occurs when a 
child, adolescent or group directly or indirectly ill-treats, injures, or kills another. 
Aggressive behaviour may take the form of pushing, shoving, shaking, punching, 
kicking, squeezing or burning a person or property. 
 
Sub-category B: Violence to property 
Vandalism is an aspect of school violence as acknowledged by Van den 
Aardeweg (1987:223), and included here as a sub-category of physical violence to 
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property. One example was defacement of educators‟ classrooms and cars, with 
many such incidents being reported in two of the three schools studied.  
Educator (In-2): “unscrewing desktops...” 
Educator (In-3): “... I remember one day last year when I was in the staffroom 
meeting I found my class was full of water. They flooded my classroom... with the 
fire hydrant hosepipe.” The fire hydrant hosepipe is vital in any school, and it 
needs to be serviced and maintained on a regular basis. Tampering with the 
extinguishers and hydrants creates a dangerous gap in a school‟s safety and 
security profile.  
Educator (In-3): “... In 2008 uh I detained some of the learners because they did 
not do their homework. And after school my car, I found my car scratched... to fix 
my car I paid three thousand five hundred rand and never received a cent from 
anyone”. When asked how this attack was dealt with, she replied: “I reported it to 
the principal who reported it to the two deputies. Nothing was done. I didn‟t put in 
writing because no one asked me to. Absolutely nothing happened. One of the 
deputies interrogated the learners during the last period a week later. But no one 
budged and nothing came out of it. I had to pay for it myself”. 
In a report written to the Gauteng Department of Education (GDE), submitted on 
30th December 2007, a principal reported that the learners “filled the school 
grounds with torn text books and notes” after completing the final examinations. 
The School Representative Council chairperson reported that the incident was 
planned to show that the learners “did not care” about returning textbooks, the 
examinations or the school.  
 
Sub-category C: Violence to possessions 
Stealing from educators has become the most common type of school violence in 
many schools (HSRC, 2001:15), with the schools studied providing evidence of 
numerous occasions where learners target educators. The following were 
responses to the questions: 
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Educator (In-4): “... cell phones; badges from cars are taken...” All three schools 
reported that educators‟ handbags were taken from their desks while they were 
walking around the classroom. School C reported laptops stolen three times in 
2010, where learners jumped in through the windows and „picked‟ the classroom 
locks to get excess to the room.  This demonstrates the level of preparation as 
copies were made of keys for easier excess into the classrooms. 
Educator (In-1): “... my laptop was stolen while my classroom was locked. These 
kids have made master copies of our keys [tearful] and... and... all my marks are 
gone... [whispers tearfully] My mum bought the laptop for me”.  
A national newspaper (29 September 2008) reported on School C that in March 
2005 a teacher was shot and robbed of his cell phone and wallet on the school 
ground outside the staffroom door. In that same year, a teacher‟s car was stolen 
from the school premises.  
Educator (In-2): “Cell phones or personal belongings are stolen”. It was revealed 
that stationery from the educator‟s desk, examination and test papers, mark 
books, memory-sticks and bags were stolen. Later that year (2010) two educators 
had their laptops stolen from that school.  
 
Sub-category D: Mob violence 
In this case study the high incidence of violence indicated that educators were 
faced with a situation approaching mob-rule. The educators were verbally attacked 
and in one incident the educator was physically attacked by a group. 
Educator (In-2): “... something like a mob spirit... I generally compare them to a 
pack of hungry dogs. Um, there will be one brave one who bites, and when the 
victim falls down, the rest will get a kick or a bite wherever they can. It‟s 
opportunistic... it‟s like a gang mentality...” 
In the abovementioned incident of a principal being forced out of the school 
premises in 2010, a mob of learners was responsible, barricading the school‟s 
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entrance and exit points, chanting, shouting and demonstrating in front of the 
office area. The principal was taken by surprise. The following extract sheds light 
on that day‟s incident as told by the principal: 
“There were banners made by those learners stating ruthless comments about me 
(such as “racist dog,” “Hitler‟s man.” “Go back to India”) they wanted to burn the 
school down. I will admit I was scared. This school has a history where learners 
petrol-bombed classrooms in 2007 and 2008. They were throwing bricks and 
stones on the classroom windows. They used the fire hoses to hose the teachers 
in 2008. 
Reported in the same school: “... yeah three guys came. One female teacher, Mrs 
Y was pregnant and she was teaching in the Biology lab. She was barricaded in 
the lab... the two deputies took her out of the lab but then they were surrounded 
by a mob of learners.” 
Educator (In-5): “they were stampeding, if I tell you the way they were running 
towards us and storming...” This occurred during April 2010, when the principal 
was forced out of the school premises. 
Such mob attacks appear to be growing in number. Shortly after my interviews 
were completed, one of the schools studied called me to report an incident where 
an educator had been attacked by a group of Grade Nine learners: “...the learners 
were chanting and beating the empty cans they had collected. To me it seemed 
that they had planned this because they were moving in some kind of rhythm with 
the group or mob. They then decided to throw these cans at me, and I decided to 
duck them. But the more I decided to avoid the cans the harder they chanted „kill 
the witch...kill the witch. Set her alight...‟ I thought I was going to die”. 
 
Category 2: Verbal abuse directed towards educators 
In this category, educators describe their encounters of verbal abuse. Literature 
indicates that verbal attacks on educators by learners are becoming increasingly 
serious (Curcio & First, 1993:13; Gottfredson, 2001:2-3) globally. Educators are 
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verbally abused with judgemental and derogatory comments, which demoralise 
their professionalism and integrity as educators. Geen (1995:2) includes verbal 
attacks as violent behaviour. 
Educator (In-5): “...because teacher X and me clear the block [an area of 
classrooms in the east part of the school], and the next thing in front of all the kids 
she started coming in to my face and swearing me...” 
Educator (In-1): “... but there was some nasty things... I can‟t repeat them. I am 
too ashamed to repeat those words. Some very, very profane language about Mrs 
X written in permanent markers, on the screen...” 
In a journal kept by an educator the following statement stood out: “I was sworn 
such words that I am too humiliated to write down. This learner called me names 
such as pig-face and Ms Incompetence. And I had to stand and listen to her in 
front of the entire class”. Tears filled in this educator‟s eyes as she handed me a 
copy of this entry. Clearly she was still emotional about this incident that occurred 
on 17th April 2009.  
These harsh verbal outbursts displayed towards educators is a form of school 
violence that is growing, as also noticed by Eisenbraun (2007:460). 
Parents‟ days or evenings appear to provide an ideal arena for learners‟ parents to 
air their views about teachers without any reservation, as evidenced by the 
following: 
Parents (In-4): “Yes, it was parents‟ day on a Saturday two years ago. So that 
learners father came angrily to the principal... he charged for the principal. At that 
time me as deputy and two other HODs all females were walking to check that all 
was well. We heard this thing. The parent screaming and the principal with all his 
might, defending himself by blocking his face while the parent threw punches at 
him. Learners were around and many parents too.” 
In two of the schools studied, during a parents‟ meeting (held in 2010), a few 
educators were also exposed to aggressive behaviour by parents: 
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Educator (I-4): “... that she‟s not knowledgeable, she doesn‟t know what she‟s 
teaching, she‟s teaching maths, because his daughter is not doing well. (Speaks 
angrily) ... the problem was that the daughter is very adamant in a class, she‟s 
very loud spoken, so when the teacher tells her to keep quiet, she won‟t listen, she 
runs out of the class whenever she feels like.‟  
The educator described her encounter in a report as “belittling and terrifying as the 
other parents were screaming and shouting out comments in the parents favour 
(the parents started supporting each other in their attack). I was ashamed. She 
was bigger than me.” This statement depicts the fear that is instilled in that 
educator by the parents: “I won‟t lie but a am afraid of parents‟ days since then.” 
Educator (In-3): “the parent said that I am not fit to teach Maths. He said that I 
should wash dishes at home. That I am worth only to do that. I was ashamed and 
felt worthless”. 
As argued in Chapter Two, aggression is a construct of school violence, and a 
term linked to negative emotions such as anger, verbal insult, rough physical 
contact or hostile rejection (Zillmann, 1979:22). Consequently, educators may 
regard many episodes of verbal abuse in which there is an exchange of words as 
aggression, the primary objective of which, as with emotional abuse, is to do harm 
(Berkowitz, 1993:405). Parrot (2001:286) postulates that experiences that are 
related to shame cause a loss of personal pride and self esteem. These types of 
attacks on the educators, which are based on a one-sided view without giving the 
educator a chance to defend her- or himself, fuel a feeling of despair.  
 
Category 3: Emotional and psychological abuse directed at educators 
In all six interviews there are reports of either emotional or psychological abuse, or 
both.  
An analysis of literature showed that even though school violence involves an 
intention to do harm (Berkowitz, 1993:405; Hinkle & Henry, 2000:17), the 
transgressor may have other goals in mind, apart from injuring someone. There 
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are different types of school violence, each having its own purpose for the learner. 
Sometimes the violence can be seen as an attempt to establish or preserve one‟s 
power, dominance or social status, but the primary objective of emotional and 
psychological violence is to do harm. 
Educator (In I -1) “Mrs X was most definitely emotionally abused which caused her 
to cry in the staffroom almost every day after teaching the Grade 8/1s.” On 
chatting to the deputy principal she shed some light on the mental state of this 
educator. She claimed that the educator had sleepless nights and that many times 
learners and colleagues had reported seeing her having coffee opposite the 
school in early parts of the morning, yet she would arrive late at school. On talking 
to her she revealed that she felt drained and depressed. 
Educator (In-5): “Mrs Y, after had been pushed down the stairs by this learner, had 
exorbitant medical bills to see to. The parents blatantly refused to pay. This added 
to the physical abuse that she experienced which ultimately she had a nervous 
break-down and is on leave now for two terms.” 
Educator (In-4): “... the entire staff had to go for debriefing after the mob attacked 
the principal and his SMT. The male teacher Mr Z, who was held up at gunpoint, 
had to go for counselling at his own expense might I add, to regain his sanity.” 
A written journal of educator Mr Z referred to in the above extract: “I had sleepless 
nights and days where if the wind shut the door of my classroom, I would scream 
out and jump? The kids laughed at me. I would go to my church every day before 
going home and cry like a baby for almost one year.” 
Educator (In-5): “We get abused all the time. Many of us talk after school. You 
would be surprised at how many of us are shaken up at the end of each day.” This 
meant they many educators felt “like crying and disturbed and not returning the 
next day”.  
Educator (In 1): “... after the can throwing at Mrs Z, she had to go for counselling. 
She suffered emotional, mental and psychological trauma. I remember her saying 
that she couldn‟t sleep at night”. After chatting to Mrs Z, she admitted without 
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hesitation that after 23 years of teaching the incidences that occurred to her in 
School A, in 2010, provoked her resignation from the profession: “Besides, there is 
no price to regain my mental state”. 
During my interview with the principal in Interview Six, I noticed that he was 
continually getting out of his chair and peeping out of the window. He seemed 
edgy and nervous. I was under the impression that it was the result of being 
interviewed, until the following was revealed: 
Me: “Are you alright? You seem a bit tense.” 
Educator: “Well, you know that I was forced out of my school. Are you aware of 
that?” 
Me: “Yes, I have been following the media releases”.  
Educator: “... um... I do not want to be seen as a weak principal. But today is my 
third day back after two terms of reporting to the department. So I am a terrified 
that they may demonstrate and hit me and my SMT again”. This showed the 
intensity of emotional trauma this robust, well-built principal suffered after being 
ousted from his school by the learners. 
Within this category of emotional and psychological abuse experienced by 
educators, is a sub-category relating to a specific type of emotional and 
psychological abuse caused by the misuse of cell phones and by “mob” attacks. 
 
Sub-category A: The emotional and psychological trauma linked to the use 
of cell phones in creating rumours and defamation of educators’ character  
 
This sub-category deals with educators encounter with learners who utilise cell 
phones to harm educators. 
Educator (In-2): “... um Facebook has been used to victimize teachers... I spoke to 
one teacher about where some teacher‟s sexuality had been placed out there... 
also some teachers complained to the deputy about comments that kids were 
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putting on Facebook and Twitter about certain teachers. The deputy went on and 
was horrified by what these kids said ...” Examples were given of the sports 
educator being a lesbian and having made sexual advances towards the 
schoolgirls. 
Educator (In-1): “... that she had overheard girls making comments about her, um, 
her sexual orientation saying that she was a lesbian, saying that she uses sex 
toys... shortly after this was placed on Facebook..” Another educator in the same 
school commented on how this had affected the educator, making her “withdrawn 
and tearful”.  
In another school an educator reported how a colleague‟s photograph was posted 
on Facebook with her face being superimposed with a pig‟s face. This image 
made her so emotional that she “cried frequently in front of learners. And she 
started stammering when she had to address the assembly. The stammering 
never stopped until she resumed therapy”.  
Using a cell phone to capture pictures of the educators and then distorting images 
or placing gossip on social networking sites is an attempt to humiliate them. This 
type of information is open to everyone at any place or time, and the intention of 
this type of violence is to communicate to all learners that the educator is not 
favoured by learners. It depicts the extent that learners will go to embarrass 
educators. (In-1): “Ms A has told me on a few occasions that upset her a lot, that 
she seen herself on face book stating that she is a lesbian and had a sex change”. 
(In-3): “These learners posted an educator naked on Facebook showing her 
sleeping with a male learner who did well academically and the rest of the class 
disliked him. This happened in 2010”. 
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4.2.2. THEME TWO: Gangs and their effect on the school 
Category 1: The role that gangs play in affecting the school in its functioning 
Gangsterism provides an urban identity along racial and economic lines in South 
Africa. It involves the formation of groups with the motive of committing violence 
and crime and to defend themselves physically against violence of other groups 
(Diesel, 1997:2). Learners who form part of this gang are made to feel accepted 
and important in a society (Thompkins, 2000:5). Since gangs appear in many 
schools, especially in townships (School C Interview), there is added stress to 
prevent disruption of learning for educators. These schools are in close physical 
proximity to the informal settlements or township areas and the crime rates there 
are high. Learners are faced with violent episodes on most days of their lives. 
Thompkins (2000:7) writes that gangsterism in schools sends out a message of 
distrust and invasion, and this alone allows the gang to capitalise on the fears of 
learners and educators. 
The educators in this study described experiences of gangsterism on the school 
premises. 
Educator (In-5): “... there are gang [which consist of learners who were once at 
this school and other unknown youngsters] that just enter the school property 
through the fence. They enter whenever they feel like it. They mug the teachers 
more than the learners. If a teacher reprimands a learner whom is one of the gang 
members then they enter the class and ruffle up the teacher. Teachers are 
scared.”  
Educator (In-4): “... we are aware of gangs operating in our school. But we are 
unable to be certain who the ring leaders are. The learners are afraid to tell us 
because these gangsters live with them in the informal settlement so they fear for 
their lives.” 
Violence disrupts normal school functioning where learners do not learn and 
educators cannot teach. It degrades the quality of life and the education process. 
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It also compels schools to redirect their resources, which are already limited, to 
managing and preventing violence (Speaker & Petersen, 2008:1).  
Educator (In-1): “I spend ten to fifteen minutes every period getting them to shut 
up, sit down and take their books out. And I am one of the stronger males in this 
school. I am fed up of being on guard. I am employed to teach not preach”. 
Educator (In-6): “... we have learners who are gangsters and thugs, who have 
been charged with things and you know, a lot of gang related incidences that 
happened at school. They were locked up. But they return. They use their 
gangster‟s powers as a platform to actually intimidate us. You know they feel that 
they‟re invincible and the school can‟t touch them.” I noticed that while this female 
educator was talking she trembled. Another educator held her to calm her down. It 
was then revealed that she was held at gunpoint by the gang leader who was in 
her register class. “The reason being that it was month-end and he owed money to 
some drug lord and knowing that it was payday for educators he decided to use 
her as an Automatic Teller Machine (ATM) machine”. Drug taking is synonymous 
with gangsterism. 
 
Category 2: Drugs and drug-related issues that have a negative effect on the 
school 
Literature provides sufficient evidence that the use of drugs increases the potential 
for violent and aggressive behaviour (Van der Burgh, 1979:15; Van der 
Westhuizen & Fourie, 1988:35). During this study it was revealed that all three of 
the schools experienced violent incidents against educators that were caused by 
drug taking. The conversation that follows is indicative of the episodes that 
educators encountered: 
Educator (In-5): “you can smell dagga and it is easy to realise the learners are 
intoxicated because their behaviour is erratic. This child becomes disruptive and 
other learners enjoy the free show”. When asked what management did about 
these occurrences: “A senior member is called to class and the child is taken to 
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the office. Parents are called but many times they do not come. The principal calls 
in the local police and they test the child and arrest him. That is why the kids hate 
the principal.” 
Educator (In-6): “... when children are drugged and teachers are in the classroom 
they become violent. Some learners, when they are drugged, they abuse us 
verbally and run out of the school through a hole in the fence. While other learners 
laugh loudly and uncontrollably while the lesson proceeds”. 
Educators in the first school reported how a learner who was a drug addict hit an 
elderly educator and could not recall the incident a week later: “Learner Y was 
asked to be taken for a blood test to determine illegal substance usage. His 
mother refused to do so and there was nothing we could do to force her to take 
him for a drug test. Two weeks after that Y was arrested for assault on another 
educator. It was then that the police notified the mother that he tested positive for 
drugs. Still she felt that she could help him without professional guidance and 
counselling. The tragedy of the story is that at the end of 2008 he was stabbed on 
the school premises by a drug lord because of an unpaid debt. The parents 
accused the educator, the same educator who he hit earlier that month, for not 
alerting them when the thugs were fighting with him.” 
Educator (In 1): “... we have resorted to conducting regular drug tests. We do 
these drug raids with the police present and usually on the end of a weekend, or 
beginning of a long weekend even the last day of the term. On a Friday learners 
seem eager to celebrate the weekend. Especially after break and on Fridays you 
can see the learners are irritable, hyperactive, and rowdy. It becomes impossible 
to do work.” 
 
4.2.3. THEME THREE: How educators perceive the influence of school 
violence on their personal and professional lives  
There are consistent findings in literature that bear testimony that school violence 
has a negative effect on both the learners and the educators. Eliason and Frank 
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(2000:2) postulate that school violence causes serious physical, emotional and 
psychological problems. This was substantiated by educators lucidly describing 
their feelings and perceptions of how this violence affects their personal and 
professional lives. They perceive this violence as “life-threatening”, and “not worth 
losing your sanity or life for”. 
 
Category 1: The morale of the educators is diminished 
All of the educators interviewed described their experience of violence, directed 
either at themselves or at their colleagues in the profession, as one where their 
morale was reduced. The following comments were made in this regard: 
Educator (In-3): “... and as a teacher nowadays, I don‟t have that view of being a 
teacher that lured me to be one in the first place.” In response to this comment a 
colleague added: “Ya the department, the public and the parent‟s main focus is on 
the learners not on the educators. Educators are like something that is just swept 
under the carpet.” These feelings were spoken with such intense conviction that 
even their body language showed how they felt. One educator repeatedly shook 
his head as if to say “I have had enough”, while another scratched nervously in 
her bag only to take out a letter that she had submitted to the principal stating how 
she felt and how her morale was low. I confirmed this by reading the letter. 
Educator (In-4): “Our teacher‟s morale is so low that is permeates into the 
classroom by the poor quality of lesson delivery”. 
Educator (In-5): “Because we spent so much time handling deviant behaviour and 
it makes no difference. The teachers feel despondent.” 
Educator (In-3): “... when I wake up in the morning I think about coming here, I 
want to go back and sleep. I feel sick”. 
Educator (In-3): “... I don‟t enjoy teaching anymore. I have started looking for an 
alternative job. Besides the bad salary, you have to put up with violence from the 
learners and their rude parents.” 
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Educator (In-3): “I am looking for an alternative livelihood if I am not successful 
with my Australian teaching application.” 
From the comments made in this regard it can be concluded that school violence, 
irrespective of its nature, has an effect on the educator. It places pressure on the 
educators, thereby diverting their main focus, which is to teach. The lowering of 
educator morale is a process and educators reach a point at which they feel 
nothing is being done to assist them or to control the situation effectively. This 
leads to a discussion below (in Theme Four, Category 3) of educators feeling 
unprotected and perceiving that nothing is being done to help them.  
One of the signs of low morale is high educator absenteeism (de Wet, 2003:89). 
Ferris and Leung (2006:318) postulate that high educator absenteeism and high 
staff turnover is symptomatic of low morale in the education institution, as revealed 
by the Principal Interview 6 and by members of the SMT in Interview 1:  
Educator (In-1): “I was verbally threatened by a pupil... she came up to me after 
failing the first and second school term, saying to me, (nervously) that she will not 
allow me to mess with her education. And that if need be she will beat me up and 
that is a threat (getting anxious and stammering) and she‟s being serious about it 
[stutteringly]. She actually threatened me in front of a class of learners.” In the 
same interview another educator shared: “I fear for my safety at X high school so I 
was compelled to lay a charge at the police station just so that other kids know 
that I cannot be taken advantage of. I am afraid to come to school so I stay absent 
frequently when I have that class for a double”. 
Victims of school violence have a low self-esteem and suffer from high levels of 
anxiety and depression (Eisenbraun, 2007:461). School violence hinders teaching 
and learning, and if educators feel their efforts are in vain it becomes easy for 
them to feel unappreciated and depressed. This can lead to emotional and 
psychological problems, stress, and a reduction in self-confidence, depression and 
even an inclination to suicide (de Wet, 2003:89). 
Many educators reported how emotionally down they felt after encountering 
attacks against their colleagues or themselves. They spoke about “going for 
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counselling”, “sleepless nights” and “dreading to return to school after the 
holidays”. An educator in Interview 1 said counselling helped him to deal with 
depression, which was school-originated. 
Educator (In-1): “Mrs Z felt that she was unable to teach those Grade Eights. That 
was strange since she was teaching for twenty-three years. But in a way I could 
understand subsequent the events that took place this year [2010]. She, Mr X, Ms 
Y [who resigned after teaching at this school at the age of 35] and myself are on 
antidepressants to help us deal and cope with the learners violation of school 
rules and their attacks on our dignity”.  
A report handed in to the district director in the D11 department dated 30th May 
2005, from School B, stated that an educator robbed at gunpoint had to go for 
psychological counselling to be able to face the learners again. In the educator‟s 
report he described himself as being “belittled” in front of people who passed the 
school when going to work, and the learners. He was diagnosed with depression. 
Category 2: Teaching in an environment tainted with threats, fear and a 
climate of insecurity 
Educators feel that they work in an environment with threats directed at them by 
some learners, some in fear of losing their lives. The proceeding extracts give an 
indication of these feelings:  
Educator (In-6): “However, this type of unrest [protesting and demonstrating] has 
brought trauma to the school. The result is that many teachers are actually afraid 
of um teaching at this school.” 
Educator (In-5): “It came to a point that nobody could come in or go out. They had 
boulders at the gates and our cars were smashed. I felt like I was going to die. All I 
could think about was my kids at home”. 
Educator (In-3): “… and most of the time I was travelling using public transport. So 
most of the learners said we will fight you when we go out...” In this incident the 
educator was afraid as he shared public transport to and from school with 
learners. 
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Educator (In-3): “...he [a learner] said he was going to shoot him [the deputy 
principal].” In the same school another educator claims that after a learner broke a 
glass window in a fist fight, the deputy reprimanded him and instructed him to pay 
for the damage. The learner then threatened Mr X and “told him he was going to 
hit and kill him outside school.”  
In a report written on 5th March 2008, in School C, the district psychologist 
expressed her concern over the last few years of violent learner demonstrations, 
arson, theft and assault. She commented that these incidents had traumatised all 
affected, leaving them fear-stricken and unable to function. To echo what she 
reported, another educator wrote to the district and to the principal: “I am afraid 
whilst I am at school. My uneasiness does affect the way I function at school... 
apart from the safety of the teachers and learners in the school; our safety outside 
the school is also a matter of concern.”  
Another report, from another psychologist in 2009, of how educators felt about 
teaching in such an atmosphere from School B, asked: “How are learners and 
teachers expected to function in an atmosphere of fear? All the loud noises 
[disruption] and strange faces [gang members] make me feel afraid.” In this report 
he drew attention to how unsafe they felt and how many times they were given 
empty promises to ensure their safety. 
In two other reports submitted to the SMT it was stated that educators “cannot 
function at our optimum”. It was felt that they could not work in fear and if nothing 
were done the school would lose all its good teachers. This has a direct influence 
on effective teaching and learning.  
 
Category 3: Educators feel unprotected and as if nothing is being done to 
ensure their safety and security  
This category deals with educators‟ feelings of not being protected, not only on the 
school premises but also outside. It is supported by specific extracts, for example 
one stating that learners use the same public transport as educators, and one 
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reporting educators being mugged at the school entrance. Educators are 
emotional when they talk about their encounters and how they have stopped 
reporting contraventions of the Code of Conduct because nothing was being done. 
School C was reported in the media (24 September 2008, 6 June 2010, and 7 
June 2010) for numerous attacks on educators, yet they still felt unprotected, 
because apparently no effort had been made to remedy what was perceived as an 
entrenched situation. 
The experience of school violence against them has a direct bearing on the way 
educators feel about the profession. If preventing and eradicating violence in 
schools is poor, it will provide an arena for learners to do as they please, 
confounding the intentions of educators to foster a caring milieu in which effective 
teaching and learning can take place.  
In a report, addressed to the district director, submitted by the principal and the 
School Governing Body (SGB) from School C, dated 5th May 2005, the following 
was affirmed: “ …that to date there has been no acknowledgement and replies of 
the school‟s safety and security issue... the department‟s apathy and lack of co-
operation in this matter further causes consternation at school and we support the 
staff in its decision not to report at school until a safe environment is created by 
the department. Only a safe environment will allow for effective learning and 
teaching.” 
Comments from the research participants showed that they felt “unprotected” and 
that their pleas were “falling on deaf ears”: 
Educator (In-6): “... we had a series of meetings with Department officials, head 
office officials, provincial officials. The school has been promised a decent wall will 
be built around the school for safety and security purposes. We are still waiting 
and fourteen years has lapsed and we continue begging”. 
Educator (In-6): “I am aware that many teachers haven‟t spoken about violence 
towards them because they feel unprotected” 
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Educator (In-3): “... my leg got hurt badly and nothing was done... You know 
sometimes if you go and report problems to the office and sometimes you find that 
nothing is done. You just end up wasting good time”. 
Educator (In-1): “Mrs Z left because of the children‟s ill discipline and I think the 
fact that nothing happened. And nothing was done to protect her.” In the same 
interview another educator commented “with problematic learners nothing was 
done”. 
A report obtained from School C asked rhetorically: “Must a teacher die before a 
fence is put up?” Another one stated: “We are like sitting ducks waiting to be hit.” 
With these school violence incidents and fears not having been dealt with, 
educators have stopped reporting them, feeling that if nothing is going to be done, 
why bother? This emerged strongly in the interview at School A, with the 
educators chorusing “me neither” with regard to reporting the issue to the SMT. 
Such a feeling of “nothing being done to help leads to feelings of despondency, 
de-motivation and demoralisation” (Furlong & Morrison, 2000:71). An educator in 
one of the case study schools claimed that the absence of post-traumatic 
counselling made them feel that “no one cares if the teachers are alive or dead”. 
It is vital for both learners and educators to work in an environment free from fear, 
threat or harm, as clearly stipulated in the South African Bill of Rights, in Chapter 2 
of the Constitution of the Republic of South Africa (RSA, 1996a). In the same 
spirit, Section 8(3) of SASA (1996c), and the DoE (1998:6-12) affirmed the right of 
every person to feel secure. Oosthuizen (2005:71) examined the educator‟s in 
loco parentis role, seeing it as inclusive of the right to caution and treat the learner 
as would a mother or father their child. However, it is clear that if the educators are 
subjected to violent abuse, they become reluctant to perform their duties, whether 
as a primary function or in an extra-curricular capacity.  One educator expressed it 
as: “I have to protect myself because who will look after my family if I get killed or 
lose my job while acting in the best interest of the others who want to learn?” 
De Wet (2008:60) postulates that it is when the problem of violence in schools is 
ignored or not attended to seriously that school violence is reinforced or 
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condoned. Effective management of a school is imperative in running and 
maintaining any successful school. 
 
Category 4: Educators leave the profession completely, leave public schools 
to teach at private schools, or leave South Africa to teach abroad 
Educator (In-3): “As a teacher I was thinking of quitting, after eight years”.  
Educator (In-6): “Yes, I would take another option out.” This was expressed by the 
principal who had taught there for 26 years and who had been ousted by a mob of 
learners. 
Educator (In-5): “We have a high staff turnover... six teachers come and go in a 
year”. 
Educator (In-1): “...we are drained, tired [crying] ... there got to be more to life... 
I‟ve got to look for something elsewhere.” 
In two interviews educators revealed that they were studying to further themselves 
so that they could find alternative jobs, or “be employed by the better schools”. 
Ferris (2005:319) claims that low employee morale and high staff turnover rates 
may be the result of workers feeling alienated in the workplace. 
 
4.2.4. THEME FOUR: The role, as perceived by educators, played by 
education stakeholders in curbing school violence 
Based on the premise that all stakeholders have a role to play in the effective 
functioning of a school, SASA stipulated that the parents and the SGB have 
obligations to the school their children attend. According to Prinsloo (2004:13) and 
Squelch (1997:60), it is the SGB‟s responsibility to develop a code of conduct 
which is a statement of rules and regulations regarding discipline at the school. 
This is in addition to their other responsibilities, one of which is forming a 
Disciplinary Committee (DC) to ensure safety measures are in place in public 
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schools (SASA, 84 of 1996c), and for curbing school violence. Made up of the 
principal and representatives of educators, the DC functions in a supportive 
capacity with the SMT, the SGB and the IDSO (the inspector in charge of the 
school). If these components do not function adequately, de Wet (2003:89) 
believes the educators and learners become despondent, and other problems 
arise, identified by Eliason and Frank (2000:2) as physical, emotional, and 
depressive, and that can contribute to high absenteeism, as discussed above. 
 
Category 1: The principal and SMT’s roles in curbing school violence 
towards educators  
Any principal‟s main aim is to oversee the school and ensure that its environment 
is conducive to effective teaching and learning (Netshitahame & Van Vollenhoven, 
2002:313; Noonan, 2004:61). The principal has the SMT at his or her disposal to 
use as he or she sees fit, and in return the SMT assists in maintaining order and 
running the school in a way that optimises teaching and learning. It is also 
responsible for ensuring compliance with and adherence to the law, including 
aspects relating to violence. 
The following extracts depict the disappointment with principals and SMTs that 
educators have experienced when reporting violent encounters against them. 
Comments from participants reveal how they felt about the involvement, or lack of 
it, of these stakeholders in curbing violence in their school: 
Educator (In-1): “You know the principal to come and address the whole class is 
something he does reluctantly... however, with today‟s generation it makes no 
difference, they are thick-skinned ... the minute he walks out give them five 
minutes and they back to who they are, they don‟t care.” Another educator in the 
same school (A) commented with irritation: “The principal makes the grade tutors 
[educators in charge of a grade] write reports upon reports upon reports. It‟s 
paper-pushing to safeguard him. He refuses to get involved in discipline issues.” 
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In school A, I learned that there were grade tutors to whom educators reported 
incidents, and who in turn contacted parents. However, this was only with the 
permission of the principal, who did not handle discipline issues: “He only gets 
involved if a husband of an abused educator comes in ranting and raving, or if an 
educator wants to leave or if the Department calls in to check.” The grade tutors 
seemed to be frustrated at dealing with disciplinary issues, and often they ignored 
this issue because they could not cope. A remark was made to the effect that 
learners received warning letters but they meant nothing to them.  
In School B, the principal had appointed two educators to deal with violations, one 
male and one female. These had a normal HOD workload, in addition to working 
with other HODs in dealing with violent encounters. However, their failure to 
handle situations effectively led the educators to refrain from even reporting to 
them. The following comments were recorded: 
Educator (In-3): “I called for the HOD to please come look at this class. See what 
they are doing. The HOD said what must I do?” In the same interview, another 
educator said that the deputy rarely gave the learners a pep-talk (which focussed 
on acceptable behaviour). Even when he did, after a few days they resumed the 
disruption, vandalism, back chatting and usual abuse of educators:  
Educator (In-3): “So they told me, „okay its fine,‟ because I said I must go teach 
the other learners who are waiting for me. I must go.” All the educators in this 
interview complained that they “do not get feedback”, “lack of communication from 
SMT” and that decisions about discipline are made without the educators‟ input. 
The principal in School B did not manage any violence-related issues, even with 
the educators. He ran the school from “behind closed doors”. 
School C furnished me with all correspondence with the GDE and SGB. The SMT 
was very involved and I learned that they had a safety and security officer, who 
was also a member of the SMT. The principal was well informed of the events of 
the school and pressurised his SMT to have a visible profile and be strict. The 
following quotes substantiate this:  
70 
 
Educator (In-5): “Yes, we have incident reports on everything.” The participants 
spoke about “the book,” which was a handbook containing templates of reports to 
be written, and the protocol to follow in the case of learners contravening the code 
of conduct. I had browsed through the handbook, and of particular prominence 
were the updates of legislation about searches and drug testing. Lacking in it was 
a systematic procedure to be followed in the case of learners bridging the school‟s 
code of conduct. 
 
Category 2: The SGB and parental involvement in managing school violence 
The SASA (act 84 of 1996c) is precise in stipulating that the SGB must take 
responsibility for their task in governance of the school and supporting the 
principal and staff in their management of it. However, despite all these 
prescriptions, the SGBs in this study appeared to be negligent in this regard. In all 
three, there was minimal or no involvement of the SGB and parents. There was an 
expression of despair in all the schools that more active participation in the 
education process was not forthcoming from these stakeholders. 
Educator (In-5): “The parents are supposed to be much more actively involved”. In 
School C, parents only appear when “their kids fail at the end of the year” and 
when they come to the school to defend their children. There have been many 
episodes “when we are challenged and verbally abused for their kids”.  
From School A were comments that the principal did not approve of SGB 
involvement. A member of the SMT asked rhetorically: “Why do you want to wash 
your dirty laundry in public?” The SGB was not kept informed and so may have felt 
that all was well at the school. Parental involvement occurred when grade tutors 
called the parents to discuss violations and contraventions, however the following 
was noted: “the parents do not want to listen. They blame the school for not 
disciplining their kids and for their unacceptable behaviour. Often they run to the 
department who TELLS us to drop the issue”. This appeared to sum up the 
scenario at this school.  
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The DC had “only one hearing in the last five years”, while another educator 
commented that in their school the SGB was dysfunctional and that the educators 
did not even know who the members were.  
Of great concern is that in all three schools the parents sided with the learners. As 
one of the educators said, in spite of being verbally attacked, they were expected 
to “counsel, advise, groom, discipline, and give the learners a six-months‟ 
extension on overdue work”. 
 
Category 3: The involvement of the IDSO and GDE in curbing school 
violence 
The IDSO and the GDE might reasonably be expected to play a pivotal role in 
managing the schools in their district. The IDSO is in charge of a particular 
number of schools and all matters pertaining to them must be communicated to 
him or her. Disciplinary issues fall under his or her portfolio and he or she is 
guided by the Department and policies. However, it is apparent that these IDSOs 
do not make themselves visible at the schools and are not readily available, other 
than at the academic report-submission times, as reported by participants at each 
school in this study. This means that the only time the IDSO or Department 
officials appear is when a disciplinary report has long since been submitted to the 
head office.  
The following extract reveals educators‟ perception of the level of disinterest in 
their school shown by the IDSO: 
Educator (In-5): “The lady said that no one leaves the schools premises and that 
she is too busy to come to the school. She doesn‟t care if the gates are bolted in 
by the learners. If we have to sleep in the school there is nothing she can do”. 
According to press reports, learners blocked the school gates, threw petrol bombs 
in the classes and smashed educators‟ cars (provincial newspapers, May 14). In a 
frantic state, the principal called the DoE, invoking the above comment from the 
IDSO. Eventually, after the media aired the situation on a local radio station, 
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(Radio Highveld, 702, 14 May 2010), the Department sent someone from the DoE. 
In the incident, Mrs B, who made the statement above, was perceived by the 
educators as regarding the incident as a normal, everyday occurrence, which she 
treated in a nonchalant, ‟couldn‟t care less‟ manner. The educators were 
compelled to stay on the school premises for the duration of the normal school 
day.  
This extract indicates her indifferent attitude to the safety and welfare of the 
educators:  
“No we were all together and they were breaking down the fence and the 
classrooms and our cars. The district was here with someone from national. And 
this lady said, „oh if you have to die you have to die, but no one leaves the school.‟ 
And then everyone took offence and felt hurt by her comment”. 
Despite all efforts educators may make to maintain a good school climate for 
effective teaching and learning to take place, they still require the support of the 
principal and other stakeholders. 
 
4.2.5. THEME FIVE: Educators’ thoughts on how this violence can best be 
managed 
Educators in all three schools felt that they were not being consulted on policy or 
decision-making in their schools. They seemed passionate about expressing their 
ideas on how to manage school violence towards the educators, and despite 
feeling distraught about their encounters, they felt that there were measures that 
could be taken and practiced in the classroom and on the school premises to 
reduce or minimise these misdemeanours. 
In this theme, there were six categories of ideas that educators had to combat 
school violence directed towards them. A general attitude was: “If they do not work 
then they can be improvised or scrapped and another idea tried until we get 
somewhere. Because right now we in the government schools are the sinking 
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Titanic”.  This view of the grade tutor was unanimously agreed upon by the other 
educators in the group. 
 
Category 1: The improvement of consultation and communication between 
the SMT and the educators 
All the educators who participated felt there was a gap in communication between 
the SMT and them. Many complained that while learners violated rules in one 
class, they might be asked to report to the office while the learner was going to 
other classes as normal. Others felt that they were not informed when a learner 
was suspended or had transgressed, which put the learner in a position to take 
advantage of the educators. They wished to have a forum in which they could be 
made aware of what was happening to their colleagues. They were unaware of 
their colleagues‟ experiences, and of the misdemeanours their learners were 
involved in elsewhere in the school. To illustrate the frustration at this lack of 
communication, one educator said: “A learner may come and sit in my class as if 
nothing has happened and in the meanwhile he swore at an educator, or ran out 
of class.”  
Also noted was that all the schools had a grade tutor or an educator in charge of 
discipline, and these functioned without consulting the educators, especially the 
ones that operate at level one, i.e., those not part of management. The subject 
educator was not called upon for input. I was informed that many educators felt 
that if the SMT were unable to solve an issue then perhaps the educators who 
were not part of management might have a different angle or approach to try to 
utilise. The educators who were not part of the SMT felt that they might have the 
skills to assist in dealing with school violence. The following comments 
substantiate this: 
Educator (In-3): “We don‟t know about any policy, it means we are not aware of 
any disciplinary policy”. All the educators in this school expressed concern that the 
educators who were not part of the SMT, that is the ones who were not in the 
management structure, must have a chance to serve on the DC, since they have 
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valuable input to render and would like to be included: “The morale is low because 
we are having problems with the learners at school and everybody‟s doing what 
they want to do; no one knows what‟s happening.” 
Ideas expressed by School C were that the assembly should be the platform to 
inform learners of repercussions to contraventions of the school Code of Conduct: 
“In the assembly an announcement must be made to set an example. That is all 
we need.” 
School A suggested there be weekly or monthly staff meetings, as a forum to 
discuss these issues. Also, staff “must be allowed to add their view and they 
should be asked if they are happy with the outcome of a disciplinary action.” This 
would allow the staff to function in unison. 
 
 
Category 2: A psychologist or a counsellor to be readily available to assist 
learners with problems 
Before 1990, many public schools had a qualified psychologist or counsellor on 
the school premises, whose function was to assist learners with learning and 
emotional problems, and simply to listen to them. However, since 1990, this 
provision has been withdrawn. The district now has a division with a branch in 
each school, called the School Based Support Team (SBST), which consists of 
educators in that school who volunteer to counsel learners without any 
qualification in psychology. If by chance the educator has studied any psychology 
in the teaching degree, it is considered as a bonus. The Department endeavours 
to have a psychologist based at their offices to assist the learners as the need 
arises. The sentiment is that this is insufficient, as it does not help learners in need 
of immediate help, nor is it feasible for them to communicate with a stranger. 
Educators have recognised the need for these specialists at school and feel their 
presence would contribute to curbing school violence.  
The following comments shed light on educator‟s ideas: 
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Educator (In-3): “… and also the parents don‟t have control over their children and 
they do not know how to guide them. Helping our learners and gaining 
understanding and insight into their background must start somewhere and that is 
why our schools need a psychologist”. 
Educator (In 4): “… given our school context where ninety percent of our learners 
come from the informal settlement next door. They are traumatised and come here 
and just act out”. Learners are dealing with issues at home and do not have the 
skill to deal with it, which manifests in problematic behaviour at school. De Wet 
(2003:93) posits that children who grow up in townships or settlements where 
levels of crime are high display a greater predisposition for violence than those 
who live in stable suburbs. 
Educator (In 5): “Many of these kids do not know how to handle their home lives. 
Their parents are abusive and they live a life full of violence. So, naturally, they 
think that is the way to behave here. Yes, a psychologist at school, permanently, 
will help curb school violence”. 
 As mentioned above, the SBST forms a group of educators who counsel learners 
and try to provide an avenue for them to talk. In one of the interviews, the co-
ordinator of the SBST said that hours were spent counselling learners and 
supporting them when they contravened normal behaviour: “I miss my teaching 
time and I am emotionally laden .This is not my profession to counsel. 
In summary, educators spend time trying to listen and counsel learners, but this is 
emotionally taxing and time consuming, and has an impact on the educators‟ 
teaching time. Aggravating the situation is the lack of professional psychologists 
based at public schools permanently, which leaves the educators feeling 
overwhelmed. 
 
76 
 
Category 3: Educators believe that holding regular discipline seminars 
succeeds in educating the stakeholders in education 
Educators believe that holding “regular workshops and seminars, at least thrice a 
year” will disseminate updated policies with regard to discipline, and the functions 
of parents in the education of the child. In addition, educating the educators will 
help them grow and make them confident in the classroom.  
 
Sub-category A: Educating parents by means of workshops 
Educators feel that if community workshops are held it will assist the parents to be 
in control of their children: 
Educator (In-1): “The parents have no control over their kids and they expect us to 
discipline them. On several occasions parents ask us what the school did to stop 
the violent behaviour or to sort the issue. And thus school violence is prevalent”.  
Another educator emphasised that parents “do not know how to control their kids, 
the peer pressure is outrageous‟.  
Expressed by the majority of educators across all three schools was that parents 
need also to be educated in ways to help their children, for example, in checking 
for substance abuse, erratic behaviour, help line numbers and assertiveness. 
These workshops could be held at the school or at the community hall, by 
professionals or even parents who are willing to share ideas.  
This overlaps with parental and community involvement, discussed later under this 
theme. 
 
Sub-category B: Educators feel that they need to be educated via workshops 
Educator (In-6): “As a principal I realise that my educators need to be more clued 
up about policies with regard to discipline matters. Yes, I give them the documents 
but whether they read it or not is another matter altogether. Also, reading it on 
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your own leaves room for misinterpretation. All educators need to be workshopped 
either by the Department, universities or professionals in these fields about anger 
management, signs of substance abuse, filling in reports and how to be harsh on 
discipline techniques”. 
Educator (I-4): “There is constructive discipline and destructive discipline. I feel 
that educators do not know how and when to discipline. Our kids are from a 
different generation. The old methods will not work with them. You need to meet 
them on their turf and that is why our teachers need to be educated and updated 
all the time. These sessions should be compulsory for all.” 
These sentiments were echoed by many in the group. It was surprising to see that 
educators who were not part of management commented, with zeal, that they 
would not object to researching topics or presenting them. Many mentioned that 
they were busy studying their honours and have the literature to guide them to 
educate their colleagues. Two claimed that they were “left out of giving ideas” 
when principals and their teams met. 
 
Category 4: Educators feel that teamwork is essential for school discipline 
The new education system makes ample mention of the many stakeholders in 
education. No school can function on its own, and discipline cannot be maintained 
by a single person or a group of educators. Educators feel they need teamwork. 
 
Sub-category A: Educators working as a team 
I learned that members of the DC (Schools A, B and C) and SMT felt that many 
educators were laissez-faire in their approach to discipline in the classroom and 
on the fields during extracurricular sports. 
Educator (In-4): “... I admit that I shy away from discipline issues as a deputy, 
because we had two teachers in charge of this and they did nothing, absolutely 
nothing”. This deputy wondered why she should shoulder the enormous “burden” 
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of discipline when there were educators delegated to the task. This seemed to 
expedite the problem of violent encounters, as the learners sensed no one was 
going to call them to task for their misconduct. For their part, the educators felt 
there was no one to report to when they needed support. 
Educator (5): “The thing is that you cannot be a solo monster. If we can just come 
together and have unity... we all tell the learners to go to class not just selected 
teachers while others stand by and watch.” I also learned that educators in this 
study felt that other educators did not instil discipline. They were “not working 
together”, which learners sensed easily and capitalised on. 
A suggestion was made that the principal work democratically and not with a top-
down management style, which is alienating and leads to resistance from the 
educators. 
 
 
Sub-category B: Community, parents and SGB working as a team 
Comment was made by participants that the community “alienates” the school 
(School A, and C). It was revealed that when learners played truant, smoked or 
misbehaved outside school premises, the community did not call the school. In the 
instance of School A, the learners came from outside the area and the community 
“shows no interest in our school”. In both these schools the community was 
uninvolved.  
Educators commented that if the SGB was dynamic and stood for the interests of 
the school, they would devise a strategy to involve parents working as a team with 
the educators.  
Educator (In-3): “Parents must be involved so that they do not only come to fight at 
the end of the year when their kids fail. The SGB must be more active because 
they represent the parents. We need to work as one”. 
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Educator (In-1): “The SGB needs to run workshops on how to get the parents 
involved in the school. Maybe fundraising can get the community and all working 
together towards a common vision.” 
 
Sub-category C: More GDE and IDSO discipline support 
“What is an IDSO? I have never heard of that nor have I seen such a person. I am 
here at (School A) for five years now.” 
Educator (In-1): “The only time I see the GDE is when I owe them [the district] 
marks, or moderation or we are in trouble. As a member of SMT I can say with 
certainty that they have never come here to help us with discipline issues. We 
have had teachers attacked by mobs of learners, stoned and cans thrown at them, 
no GDE came. But let a learner go to the Department, they will be here in a jiff to 
tear us apart.” 
Educators also felt that the GDE should “provide guidelines” for educators to deal 
with discipline. These should stipulate the degree of contravention and how to 
deal with it. Emphasis was made that these „guidelines must be practical” and 
“educator friendly”.  
 
Category 5: Tightening of security 
The SASA stipulates that for effective teaching and learning to take place the 
school environment must be one that offers safety and security (section 8(3), 
1996c). I learnt that all the educators who participated in this study felt “fear” and 
“unprotected”. 
Within this category are four sub-categories that educators identified as factors 
that could be used to reduce school violence. 
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Sub-category A: The installation of CCTV 
Closed-circuit television (CCTV) is a system that allows for cameras to be placed 
in strategic points on the school premises, with monitors in an office where 
educators can view the behaviour of learners. This system is multipurpose and 
creates a feeling of safety for all people on the school premises, not just for the 
educators. According to one participant, in the few schools that have implemented 
this system “… there is a remarkable reduction in discipline problems, vandalism, 
stealing, fighting and it is not expensive.” 
Educator (In-1): “Many times parents do not believe us when we call them in. My 
mum‟s school where she is a principal uses CCTV. It works. If we have that, that 
will be proof to the parents that „listen, here is the proof of what your little angel 
has done.‟” 
Educator (In-3): “... these kids are so ready to tape us and video us on their cell 
phones. Why do you not have the right to protect ourselves. I think the fact that 
there are cameras these kids will be wary about getting up to their nonsense and 
will think a few times before they attack us. Remember, we are alone in class. 
They are not.” 
The benefit of having such a system is that it “allows you to rewind, fast forward 
and slow down”, which is useful in assisting the school in investigating cases. It is 
inexpensive, is recorded on a computer and can be reviewed minute-by-minute, 
even second-by-second. No one has to sit physically in a room and continue 
monitoring the camera. It does not hinder teaching. However, a drawback is that it 
is time-consuming if an educator is unsure of the time the incident occurred. 
 
Sub-category B: The erection of a secure boundary wall and armed security 
or police 
Of the three schools, one had palisade fencing, which participants claimed had 
curtailed violent incidents. Educators in the other two schools expressed concern 
that they did not have palisade fencing and “learners and outsiders cut the fence 
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and come in and out without reporting at the front office.” Palisade fencing was 
requested because it is sturdy and is difficult to cut or climb over. “It acts as a 
strong deterrent unlike other fences that are easily bypassed”. 
I read reports submitted to the GDE with numerous requests “begging” for a sturdy 
wall or fence around the boundary of the school after incidents of cars being 
stolen, petrol bombs thrown, attacks on educators and assaults on learners and 
educators.  
“We are now, under extreme pressure due to these incidences... the educators are 
prepared to walk out of this school and resign en masse if no action is taken by 
the department”. 
The following was addressed to the district director in March 2005: “We need 
immediate action. These are our requests: armed security guards, police patrol... 
electric fencing and an alarm system.” These requests were made by educators, 
ground staff and administrative staff in a plea to ensure safety. 
In journals and in formal letters addressed to the district, a plea was made for 
“security guards” and mention made in a provincial newspaper, (24th September 
2008), that acknowledged lack of security at the gate, and that the fences had 
holes in them. Police guards were unable to be placed indefinitely or permanently 
at the school entrance. 
It is believed that security at the gate and sturdy fencing would give the educators 
and the learners a feeling of safety and security, in accordance with SASA 
(section 12 of 1996c), and its prescription for conducive teaching and learning. 
Squelch (2001:138) argues that a healthy school is one that is both physically and 
psychologically safe, and that effective teaching and learning can only take place 
in a safe environment (2001:139). 
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Sub-category C: Swopping of learners  
Schools B and C suggested that learners be exchanged with others from a 
neighbouring school. In this way “those learners feel that they do not have their 
peer support, and are there as a punitive measure. Perhaps they will try to be 
better there as it also gives them a chance to have new beginnings”.  
The secondary schools in this area agreed to swop learners who showed no 
remediation after educators‟ intervention. One school exchanged one of their 
learners, who they also felt had not shown any signs of remediation, with a 
neighbouring secondary school. These learners were not affected by the 
academic work since the schools offered similar subjects  
Other educators who participated in this study echoed similar feelings, with one 
admitting that they had tried this with the parents‟ consent three years previously, 
and neither school experienced any violence from those learners: “The one from 
our school got 2 A‟s in matric”. Those learners involved in exchanges tended to 
have a new beginning in the new school and performed better academically. 
 
Sub-category D: Sanctions against cell phones 
In all the interviews conducted, educators referred to the misuse of cell phones. 
Two educators admitted that although they were a good resource in teaching 
learners, “… they should not abuse them. Learners record fights and funny things 
about other learners and post it on Facebook. There should be thing to make 
parents sign with this regard.”  
“Cell phones are a major disruption in class. They listen to music and they are on 
mxit [which is a free online chat-line offered by cell phone companies] the entire 
period”. 
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Sub-category E: Regular drug tests and raids 
“Regular drug testing” may reduce school violence. Many educators claimed that 
many of the incidences occurred when the learner did not “seem himself” or “seem 
herself”, and parents became offensive when the school requested a drug test. 
The principal in School C remarked that “regular drug testing acts as a deterrent to 
perpetrators”. The SASA makes provision for conducting tests if there is suspicion 
of substance abuse (section 8 5(a) of 1996c). De Wet (2003d:171) states that 
teenagers who use drugs and take intoxicants are more likely to engage in 
fighting, stealing, hurting others and school violations than others who are not 
users.  
 
4.3.  CONCLUSION 
This chapter has analysed all the data gathered, from the six interviews 
conducted, and incorporated perspectives from journals, reports and newspaper 
reports. The data was analysed and presented in themes, categories and sub-
categories. Each of these was then presented using direct quotations from the 
participants. Literature was used to inform the themes. 
Chapter Five gives a summary and brief overview of the thesis, followed by 
recommendations and opportunities for further research. Finally, it draws a 
conclusion to the study.   
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CHAPTER FIVE 
CONCLUSION 
 
5.1.  INTRODUCTION 
Chapter Four expounded the discussion of the findings of this study, and relevant 
literature was consulted to help interpret the findings. In this chapter I summarise 
the findings from the data collected and analysed.  Suggested guidelines are 
inferred from these themes to support secondary school educators who 
experience different forms of school violence. The chapter ends with a conclusion.  
 
5.2.  BRIEF OVERVIEW OF THE STUDY 
The main aim of the study was to investigate the form that violence against 
educators in schools takes and its perceived effect on their professional lives. To 
investigate this the following research questions were formulated, with the 
intention of achieving the aims of my study, namely to understand the nature of 
school violence as perceived by educators; to understand how this violence 
affected their professional lives; and to understand how educators thought this 
violence could best be managed by the school.  
 
5.2.1  The nature of school violence as perceived by educators 
Emerging from the findings is that school violence is perceived by educators in a 
multifaceted dimension. From the data analysed, school violence is experienced 
physically, in such forms as pushing and shoving, and as vandalism to property. In 
the latter, some schools experienced educators‟ cars being damaged and 
classroom doors and walls being daubed with graffiti. Serious incidences of 
personal items being stolen were also reported. Another form of school violence 
found to be rife in some schools was verbal abuse, with educators facing threats 
from parents and learners.  
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Emotional violence was also experienced by educators. The effect of this genre of 
violence has far-reaching repercussions on the emotional and psychological well-
being of the educators. The result of such incidents is that some of the educators 
are on antidepressants. Other cases highlighted how the educator took the 
problem home, which affected family life negatively. Being confronted by a mob of 
learners seemed to be a new plight to deal with for an educator.   
Reports submitted to the DoE and the Minister of Education were not acted upon. 
For instance, in all three schools that were part of the case study, there were 
numerous reports of how the DoE had been informed by the principal, and in the 
instance of School C, also the educators, of the urgent need for safety and 
security. In School C, formal letters were addressed to the DoE, making an appeal 
for help. The feeling was the DoE was disinterested or incapable of addressing 
educators‟ appeals for help. 
Besides the multifaceted aspect of school violence, the data revealed that 
management, which comprised the principal and SMT, did very little to become 
involved in disciplinary issues. This resulted in educators feeling despondent and 
a reluctance to report incidents of violence directed at them. 
  
5.2.2  The effect of violence on educators’ professional lives  
Also learnt from this study was the negligible participation of the SGB in 
disciplinary hearings in the schools, with no significant role being undertaken by 
them in any of the three schools. As a result of these factors, the educators‟ 
morale deteriorated and they felt worthless and unsafe, teaching in an 
environment of fear. This intensified their feelings of inadequacy and vulnerability, 
resulting in many leaving either their school or the teaching profession altogether. 
Some sought new beginnings elsewhere in the country or abroad.  
The essence of the interviews was that educators are terrified for their own safety. 
The scenario created was one in which they felt that they did not want to go 
further in their teaching, to the point that they were reluctant to be on duty after 
normal school hours with extra-curricular duties, conducting extra lessons or going 
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on excursions. Educators said they felt uneasy teaching in an environment where 
they felt vulnerable and unprotected from violent outbursts from learners. This 
feeling of fear, insecurity and uncertainty impeded teaching in class, in that they 
treated it as just a job rather than a profession. Passion and dedication in teaching 
were sentiments and ideals of the past, and the educators felt that they were now 
teaching only because it was their livelihood. If they could find alternative means 
that were less stressful and more rewarding they would leave. 
 
5.3.  RECOMMENDATIONS 
The recommendations that follow arise from what has been learnt from the data 
analysed and focuses on how educators think that violence could best be 
combated by the school. The participant educators expressed ideas on how to 
manage school violence and in so doing endeavour to curb or reduce its 
frequency. 
A few factors were identified in this regard, in particular the key component of 
communication. Educators interviewed felt that there was minimal, if any, 
discussion from the principal or SMT about incidents against colleagues. How 
matters were dealt with, whether parents were called in or not, or how the learner 
was reprimanded, was not discussed with the educators. Educators felt that there 
was no need to report such contraventions as nothing would be done to address 
them.  
The participant educators felt that one of the ways of involving them in discussions 
with the SMT on matters of school violence was to have a staff meeting once a 
week after school for half an hour. Another suggestion was to ask grade heads or 
grade tutors to write a short note to the educators concerned, keeping them 
updated either by e-mail or text message. Strongly emphasised was that the 
educators wished to be consulted and informed of what was being done, even if 
only by an informal chat on the way to class or in their daily brief morning 
meetings before the school day commenced.  
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Also arising from the data collected was that a counsellor or psychologist should 
be based at some schools so as to assist learners who have domestic problems or 
challenges they do not know how to deal with. Under the previous education 
system, schools had guidance counsellors and a suggestion was made by the 
educators that these professionals should be reemployed to give learners an 
avenue for expressing their difficulties, whether unstable home-life, community 
pressure, peer pressure or school pressure.  
The scenario that arose from the interviews was that educators felt strongly about 
regular workshops or seminars that should be held to achieve parental 
involvement and community involvement in discipline. On many occasions, 
parents were reported as being unsure how to help their children. Matters to be 
workshopped could therefore range from how to recognise drug taking, homework 
supervision and who to ask for help. Educators also need to be workshopped on 
anger management, positive discipline and other aspects, to give them the 
support required to go into the classroom and teach effectively.  
An urgent need for teamwork was another aspect arising from analysing the data 
collected. If educators, community, parents, the DoE and the IDSO were to work 
towards a common vision, educators would not feel as though they were fighting a 
losing battle. If ownership of school violence was shared there might be better 
management of this phenomenon, in terms of eradication and prevention, and the 
issue might be minimised with maximum effectiveness. Participants felt that this 
could be achieved by holding regular meetings from the beginning of each year in 
which discussions were held on where the school was and wanted to be in terms 
of discipline. They expressed that the community, parents and the IDSO must 
meet and talk about how to uplift the school, and voice ideas on how to deal with 
violent issues they experience. If all stakeholders were present, all perspectives 
could be tabled and ideas brainstormed, tried and tested. This would also create a 
sense of accountability.  
Tightening of security was one of the key factors that emerged from the interviews. 
Suggestions included the installation of cameras, a sturdy boundary wall around 
the school, security guards on the school premises, regular drug raids and random 
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drug testing, swopping of learners with learners from neighbouring schools, and 
sanctions against the use of cellular telephones.  
The participant educators also expressed that, in the South African context, the 
job-description of the principal has evolved into a more demanding and versatile 
one. The educators, when interviewed, were of the opinion that poor leadership 
was detrimental to the functioning of the school and affected both learners and 
educators. The recommendation here is that since school principals are the head 
of any school, they need to be selected based on the type of leadership they 
portray. They should be „groomed‟ and „moulded‟ as change agents, so that they 
manage the school effectively in today‟s context. They need to be retrained, with 
many of the educators believing that this would include compulsory study of 
leadership at a university. One group of educators recommended that the staff 
and the parents of the learners evaluate the principal on his/her leadership and 
the curbing of school violence, and that this responsibility be handed to the IDSO.  
 
5.4.  SUGGESTIONS FOR FURTHER RESEARCH 
Having conducted this research it was found that important gaps remain and that 
more research needs to be conducted on: 
 How learners perceive educators to be violent against them.  
 What are principals‟ and educator‟s experiences with parents who behave 
violently towards them? 
 Are township schools more prone to school violence than suburban schools? 
 Is the nature of school violence in township schools different from that in 
suburban schools? 
 Which educators are more prone to experiencing school violence directed 
towards them, for example new educators, female educators, primary or 
secondary educators, educators from foreign countries or educators of 
different racial or religious groups?  
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5.5.  CONCLUSION 
This study explored how educators experience school violence and the effect it has 
on their professional lives as educators. It reveals how vulnerable they feel and how 
despondent they are in even reporting attacks. Another scenario that becomes 
known is that educators feel that nothing is being done to help them or to curb the 
attacks against them. Future prospects are that if school violence is not eradicated, 
prevented or at least managed so as to reduce its occurrence, the education system 
will fail. The data has shown that violence directed at teachers is a serious 
impediment to optimal teaching and learning in the selected schools. The literature 
shows that the challenge goes beyond these three schools. It is hoped that some of 
the teacher-initiated suggestions for addressing the challenge can be successfully 
enacted.  
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APPENDIX C 
1 School A Individual Interview 
2 Interview 2 
3 Mrs Sheik: 
4 
5 
6 
7 
8 
Welcome Participant Educator. I understand that you are part of 
management here at this High School. Um, the topic that I'm covering is 
School violence towards educators, and the management there of. The first 
question that I'd like to post to you is, are you able to talk about some of your 
experiences and knowledge of violence directed at the teachers in this 
school? (Pause) 
9 Participant Educator: Okay let me, let me put this in perspective um because I'm not from 
10 Gauteng I didn't start teaching in Gauteng. Maybe I can see violence in 
11 schools very differently because violence in Gauteng isn't as extreme as for 
12 instance in the Western Cape where I come from. There physical violence 
13 was a very real issue, because people would actually just walk into your class 
14 and point a gun at you and oh I'm looking for someone. 
15 Mrs Sheik: 
16 
What type of violence do you experience here, or what knowledge do you 
have of the nature of violence here in this school? 
17 Participant Educator: As far I can see during the time I've been here the violence is mostly 
18 psychological or emotional because the children have figured out pretty 
19 quickly that certain teachers can be bullied more easily than others. And it. it, 
20 it has become quite obvious, lets put it that way, that certain teachers are 
21 targeted by kids um, they'll be hissing, there will be verbal abuse um, they'll 
22 be shouting, they will be back chatting. (Interrupted) 
23 Mrs Sheik: Can you give me an example of incidences? 
24 Participant Educator: Um, like recently we had an incident where I was called to a 
25 classroom where you know, children had been whistling at teachers rather 
26 rudely, let's put it that way. And um, it got to the point where the whole class 
27 was disrupted, the kids were taken out they nearly got into fights with one 
28 another, and its, its unfortunate, but it is almost accepted as the norm, 
29 because um, you can't identify the individual because it comes from the 
30 group, the individuals don't stand out they don't expose themselves, and its 
31 become a nice way of disrupting classes so they don't have to work. Um, 
32 that's, that's the less severe side of it. The more disturbing side of it is that 
33 it's gotten to the point where teachers are actually resigning, because they 
34 can't handle the abuse anymore. 
35 Mrs Sheik: An example of such an abuse in a teacher? 
36 Participant Educator: Um, hissing for instance (loudly spoken) it starts off as a low buzz, and 
37 then it escalates to the point where the teacher can't hear him or herself while 
38 their teaching. And I mean it, it, it doesn't seem like something that's overtly a 
39 crisis, but if it happens over a period of time the teacher are already under 
40 pressure, they have to complete the syllabus, they have to do they're 
41 assessments, so when that happens on a regular basis it does take its toll on 
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80 
81 Mrs Sheik: 
them not actually be taught, and they exploit the situation. Let's not kill 
ourselves these kids are a lot smarter than they look. 
Any incidences of vandalism? 
82 Participant Educator: Well the most common ones seem to be, unscrewing desktops, I don't 
83 know what they do with the screws but, they seem to have taken a liking to 
84 unscrewing things. 
85 Mrs Sheik: 
86 
87 
And Teachers cars, have any teachers cars been um, damaged, their desks, 
their personal belongings, (Participant Educator: "I am not sure") any remarks 
on graffiti about them? 
88 Participant Educator: I haven't heard of any, maybe (thinking) they just haven't brought it to 
89 my attention, it might have happened. But I haven't recently heard of 
90 anything. Um, I know that a few kids for instance have had cell phones or 
91 personal belongings stolen, that I do know. Um 
92 Mrs Sheik: We're talking about the teachers, teachers ... 
93 Participant Educator: No I don't know of any teacher perse that's been targeted. 
94 Mrs Sheik: 
95 
96 
Okay, um and then some, in the earlier interview that I had with s group 
teachers, from the same school , they mentioned that you also were involved 
or exposed to some physical threat or something with a learner not so long 
97 ago. 
98- Participant Educator: Yes (in a soft tone of voice) 
99 Mrs Sheik: Is that true? 
100 Participant Educator: JA, well (out loudly) some people might interpret it as not really 
101 relevant, but in my mind once you raise your hands the act has been 
102 committed. 
103 Mrs Sheik: Can you tell me about that occasion, and how long ago was this? 
104 Participant Educator: (long pause) about a week, 
105 Mrs Sheik: A week ago? 
106 Participant Educator: Probably, might be. 
107 Mrs Sheik: Before the strike period? 
108 Participant Educator: JA, um, the learners were sent to my class because they come in 
109 civvies when they weren't supposed to. 
110 Mrs Sheik: What grade were these learners? 
111 Participant Educator: Grade 9 
112 Mrs Sheik: Grade 9 learners were sent to you? 
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113 Participant Educator: Yes. 
114 Mrs Sheik: And then? 
115 Participant Educator: And um, then I said go fetch your work from your teachers and then 
116 you'll sit here and do what ever. And um, when my grade 1 O's arrived the 
117 one boy decided he's now tired of sitting there in the back, he will now 
118 perform, so I told him come to the front, and separate you from the rest. then 
119 he proceeded pulling faces and what ever. I said face the wall , and I knew 
120 (angrily) if I touch him in any way, there'll be an incident. So I took the tips of 
121 my fingers, took him by the jacket and I said, now you turn around this is what 
122 we mean, face the wall it's that way. He raised his elbow and punched me in 
123 the mouth. 
124 Mrs Sheik: Woof (in shock) (long pause) and then, were the other learners here? 
125 Participant Educator: JA, the grade 1 O's was here and some of the grade 9's was obviously 
126 at the back of the class. So I said okay, someone needs to go the principal 
127 now. 
128 Mrs Sheik: What, what did the learners do, what was the reaction of the other learners? 
129 Participant Educator: Look you are differing the actions, some were just shocked and sat 
130 there and looked at this, and others were giggling I think what the more 
131 disturbing one ... 
132 Mrs Sheik: Yes. 
133 Participant Educator: and then you had throws how would just fly off the handle and if you 
134 leave them to it they would probably punched the child, so I said okay fine lets 
135 stay here before there is another punch out because then it becomes another 
136 issue all together. 
137 Mrs Sheik: 
138 
what was your reaction? How did you feel at that moment when this child did 
this to you? 
139 Participant Educator: I just thought to my self (in a high pitched voice) (sigh) you know who 
140 does this little critter think he is, (pause) I (stutter off words) I know I, I, 
141 probably, I think if I let my self go, I would have probably smacked him clear 
142 across the room at that point. 
143 Mrs Sheik: But you couldn't, you couldn't 
144 Participant Educator: I can't. 
145 Mrs Sheik: But why not (anger loud voice) 
146 Participant Educator: I'm fasting, there's, there's ... 
147 Mrs Sheik: but would you if you weren't fasting. 
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148 Participant Educator: I probably might have grabbed him by the throat and he would have 
149 had a pretzel for a neck. Um, but what was more disturbing at the time was 
150 when the child came back, the child told me o the principle's busy. 
151 Mrs Sheik: alright. .. 
152 Participant Educator: for me that's the big issue 
153 Mrs Sheik: 
154 
155 
156 
157 
okay, we coming to the next question, Participant Educator, sorry to cut you 
short. Um, before we come to the next question, on how this was managed, 
is there any other experience or knowledge or any other incidences that 
teachers have told you when you got here, of violence that had been 
committed towards them? 
158 Participant Educator: Um, well. .. 
159 Mrs Sheik: Anything with facebook? (In a loud voice) 
160 Participant Educator: JA, um apparently there's, there's been some bullying on facebook. 
161 don't know the details in all incidences, um but apparently facebook has been 
162 used to victimize teachers, um, apparently some of the kids as far as they can 
163 make out, also use facebook to get at other kids. Um we've had a few girls 
164 going at one another over boyfriends ... 
165 Mrs Sheik: 
166 
167 
Okay, let's focus on the violence towards educators. Have we had incidences 
on, are you aware of any allegedly incidences of where teachers are being 
violated on the, um, on facebook, or comments have made about them? 
168 Participant Educator: I know of one that, I spoke to one teacher about, um where apparently 
169 some ones sexuality had been placed out there , correctly or incorrectly, I 
170 don't know. Um and then another teacher reported to me at some point that 
171 (giggles) um remarks were being passed about her sexuality and it, it, it had 
172 potential to turn ugly (giggles) lets put it that way. And I just said you know 
173 what this is a personal matter between the two of you. So if two teachers are 
174 going at one another I think, you know, you need to solve this amongst 
175 yourselves, because there's no point in dragging the school into this 
176 emphasises pose, if it came to school, it would be a different matter entirely, 
177 because I wasn't quite sure where it had come from, and what the extend was 
178 (Mrs Sheik: "mmmm") um people obviously upset. 
179 Mrs Sheik: 
180 
181 
182 
183 
Okay. Alright now which brings me to this issue that I wonder about, let's 
begin with your issue where this child slugged you. How was it managed by 
the school, what did you do? What was the first thing you do? Was the 
principal involved, was there senior management involved, were the parents 
called in, can you enlighten me? How was this issue managed? 
184 Participant Educator: Well for, what finally happened after the child came back from the 
185 office, um and I was told the principal is busy .. . 
186 Mrs Sheik: Who went to call the principal? 
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187 Participant Educator: I sent one of the learners. 
188 Mrs Sheik: While the child was still here? 
189 Participant Educator: Yes 
190 Mrs Sheik: And this was during teaching time, is that correct? 
191 Participant Educator: Yes. 
192 Mrs Sheik: And then? 
193 Participant Educator: Um, the child came back and told me the principal can't come to my 
194 classroom, because in my mind (exclaiming) I just felt you know, someone 
195 needs to come here, because the minute I leave here there's gonna be 
196 chaos. 
197 Mrs Sheik: Yes. 
198 Participant Educator: So the girl came back and she told me, no that the principal is busy ... 
199 Mrs Sheik: Yes. 
200 Participant Educator: Um, a view minutes later Mr Hugo came ... 
201 Mrs Sheik: Yes, who is Mr Hugo? 
202 Participant Educator: My assistant grade tutor, 
203 Mrs Sheik: Yes. 
204 Participant Educator: He took the boy away, 
205 Mrs Sheik: Yes. 
206 Participant Educator: Um, 
207 Mrs Sheik: Who sent Mr Hugo, do you know? 
208 Participant Educator: I'm not sure (uncertainty}, to be quite honest. Um I went to the 
209 bathroom to clean my mouth because it was starting to bleed, and it was, I 
210 wasn't gonna swallow, um, there was just no way I was doing that. So I put 
211 some tissue in there. 
212 Mrs Sheik: That's fine 
213 Participant Educator: Um and then what, what is particularly upsetting is that up to now, 
214 nothing really much has happened. Mr Hugo has called the parents, um, as 
215 far as I know he suggested that the child should get a transfer card to ... 
216 Mrs Sheik: Did the parents come? 
217 Participant Educator: I'm not sure. Um, to be quite honest it was not a priority at that point 
218 whether the child was leaving, I was ready to call the police ... 
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219 Mrs Sheik: Yes 
220 Participant Educator: But I needed the principal's permission to get the police here. And if 
221 his busy, there's no way that that's happening. I did tell my husband not to 
222 come here because that would have created another crisis (Mrs Sheik: 
223 "Issue".) 
224 Mrs Sheik: Yes I understand. 
225 Participant Educator: So at this point, as far as I'm concerned this school has no control 
226 over its kids. And to be quite honest I suspect their probably waiting for a 
227 dead body or someone to get shot or stabbed before anything happens. I've 
228 been at schools where, there has been physical violence to the point where 
229 people was stabbed and punched and what ever. It was dealt with, and here 
230 there's no policy as far as I know. There's no backup plan if you can't find a 
231 teacher to come and help you in a crisis, nothing happens. 
232 Mrs Sheik: 
233 
So you are saying that um the head of the institution does not get involve in 
issues like this. 
234 Participant Educator: Well, no. (Very soft voice). 
235 Mrs Sheik: 
236 
237 
238 
Alright. Then what about the other issues that you spoke about, the one, um, 
with, um. facebook? I'm sure the principal must have been aware of that, or 
his SMT must have come to their attention, was anything done? How was 
that issue managed? 
239 Participant Educator: You know I can't really comment on that, that was before my time, so 
240 something might have happened, who knows, that I'm not aware of, so let me 
241 rather not stick my neck out on that one. 
242 Mrs Sheik: Mrs Snyman 
243 Participant Educator: Mrs Snyman 
244 Mrs Sheik: Ms or Mrs Snyman 
245 Participant Educator: Mrs 
246 Mrs Sheik: 
247 
Mrs Snyman an Afrikaans teacher who had left, can you tel l us how was that 
managed with her class throwing desks and that at her? 
248 Participant Educator: Essentially (High pitched voice) it's, it's basically left to the grade tutors and 
249 the assistant grade tutors to deal with it. 
250 Mrs Sheik: What do, what do, what's the first thing you do to raising an assistant grade tutor or 
251 grade tutor? 
252 Participant Educator: What I normally do is because it's just down the corridor of me I can hear 
253 when something is happening. So my first instinct is just go, outside and check, are 
254 they inside or outside. 
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255 Mrs Sheik: Yes 
256 Participant Educator: Because usually what happens is I told them leave the door open, then 1 can 
257 hear what's happening ... 
258 Mrs Sheik: Yes 
259 Participant Educator: So with her class specifically I went there and the minute I got there they 
260 were quiet and they sat themselves down ..... 
261 Mrs Sheik: Did you do management here, you, you HOD 
262 Participant Educator: The bigger issue was that this had been going on for a whi le, it was 
263 escalating. 
264 Mrs Sheik: How long was it going on for? 
265 Participant Educator: Well, for as long as I've been here ... 
266 Mrs Sheik: For about 9 months now {laughter) 
267 Participant Educator: Almost 
268 Mrs Sheik: 8 months 
269 Participant Educator: And apparently last year it wasn't any better. As far as I can make out. So 
270 you know that, it's, it's got a history. 
271 Mrs Sheik: Yes, now tell me, when you got there what was the scenario like? 
272 Participant Educator: (long pause) I, I actually felt for the teacher, because you know what 
273 
274 
275 
276 
277 
278 Mrs Sheik: 
message does it send to the poor, no what message does it send to the chi ldren, 
when they need me barking at them, and the teachers in the room. I mean there 
was no way that teacher was going to get to grip with that class ever again. And yet 
that class is still at school, the teacher has left . We call in like half the parents every 
term ... 
Who calls the parents? 
279 Participant Educator: One on one. The grade tutors, assistant grade tutor or who ever is available. 
280 Mrs Sheik: Yeah, to interview them. 
281 Participant Educator: But that's not the solution you need to get rid of the root of the problem. 
282 Mrs Sheik: So was she asked to write a report Participant Educator? 
283 Participant Educator: YESSS 
284 Mrs Sheik: The report has been written and filed with? 
285 Participant Educator: Um, with the grade tutor, and went on the learners f iles as well. 
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286 Mrs Sheik: Alright, so none of the parents were called in? 
287 Participant Educator: We called in some of the parents ... 
288 Mrs Sheik: Immediately 
289 Participant Educator: JA, when we could get them to come to school. 
290 Mrs Sheik: Were you doing this alone, or part, or did the SMT members help? 
291 Participant Educator: Ja, some SMT members, um, at some point Mr Tswatswa and Mr Hugo (soft 
292 tone of voice) they and then sometimes Mrs Sheik, sometimes, it depended on who 
293 was available, who was involved in the issue because some of these kids were also 
294 acting out in other classes so we took them all at the same time. 
295 
296 
Mrs Sheik: The parents. What was the parent's reaction like those who came? Or when you 
phone? 
297 Participant Educator: It was a, it was a relevantly mixed bag, some of the parents are actually 
298 reasonable, their willing to address the issue, but I also find that to many of the 
299 parents are actually in denial. Um, "my child doesn't do this sort of thing, what have 
300 you done to my child, because he doesn't behave like t his at home". And I think 
301 that's also part of the problem, and in many incidences, that the parents actually 
302 condone the behaviour by not allowing the chi ld to be punished. 
303 
304 
Mrs Sheik: So the child came back to school without any punishment, was there any disciplinary 
hearing for the group of kids that was doing that? 
305 Participant Educator: No. 
306 Mrs Sheik: Nothing? No demerits, any demerits? 
307 Participant Educator: Well they get demerits but their attitude is, give us more demerits nothing 
308 
309 
310 
Mrs Sheik: 
ever happens because of demerits. 
What does, what effect do the demerits have on these learners does it have any 
positive effect? 
311 Participant Educator: It's a joke. 
312 Pause 
313 
314 
Mrs Sheik: Alright, um, and what tell me about Mrs Snyman, what was her reaction? 
(Emotionally) 
315 
316 
317 
318 
Participant Educator: I think that, at that point she was so rattled already because it 
started off with, you know the back chatting and the noise and, it just escalated from 
there and it got to the point where she would be so stressed by the t ime she got to 
work in the morning. I don' t think she actually enjoyed actually getting up in the 
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319 
320 
321 
322 
Mrs Sheik: 
morning, and I, I (stutter of words) think you would look at her and you could just 
see, it was like an aura. 
Um, a group of teachers that I have spoken to earlier on they mentioned that she 
had, she had to go for psychological help. Is that true? 
323 Participant Educator: I, I'm sure. I'm, I'm positive I can't say how many times went and but if I was 
324 
325 
326 Mrs Sheik: 
her, I would have been there everyday, because she came close to tears every t ime I 
saw her. (Pause) 
Alright. And those children, any change in their attitude towards other um, I'm sure 
327 we've got a replacement educator for her and that, and with the other classes, how 
328 are they behaving? 
329 Participant Educator: Ummm, It, it depends who they with, let me put it this way, um, with some 
330 people they' ll behave and with others they won't behave. 
331 Mrs Sheik: So they choose? 
332 Participant Educator: They choose. Definitely 
333 Mrs Sheik: Do they do this in a group or something like a mob spirit or is it single victims? 
334 Participant Educator: I, I generally compare them to a pack of hungry dogs. Um, there will be one 
335 
336 
337 
338 
339 
340 Mrs Sheik: 
brave one who bites, and when the victims down, the rest will get a in a kick or a bite 
where ever they can. It's opportunistic, let's not kid ourselves. It's bit like the gang 
mentality. You know, when none of us are brave when we are alone, but um, give us 
a gang of ten and we can just about conquer anything and anybody, and that seems 
to be the strength of them. 
And your here for eight months now? 
341 Participant Educator: That's right (softly). 
342 
343 
344 
Mrs Sheik: Um, what ideas do you have for management, for this management of school 
violence and the educators that the school should implement? How do you think, 
this should be a drastic um, managed or handled, (pause) successfully? 
345 Participant Educator: Well, cruel as it seems, but sometimes actually you have to be cruel to be 
346 
347 
348 
349 
350 
351 Mrs Sheik: 
kind. Just make an example of somebody. You know what if your raising your hands 
to someone at the age of 15, your gonna be doing it until your 55. It's just gonna get 
worst, and you' ll probably end up killing somebody someday. So you know what, so 
you know what, grab the worst one of the lot the next time he acts out, doesn't 
matter what he does, make an example of that person to get rid of him. 
What type of example you say? 
352 Participant Educator: Either get him to a disciplinary hearing, slap him with what ever it is that's 
353 in the school systems disciplinary code and if need be expel the little critter, because 
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354 
355 
356 Mrs Sheik: 
the problem is, there is a perception that you can get away with murder at this 
school, literarily. 
Is that what you've heard when you came here? 
357 Participant Educator: That's what the kids tell you. " I don' t care how many demerits you give me, 
358 
359 
360 
361 
362 Mrs Sheik: 
nothings gonna happen". They tell you "call my parents, my parents just gonna 
come shout at you, and nothing will happen, you'll have to take me back" and the 
favourite one "I' ll just go to the department and the newspapers and then you must 
take me back". 
Is that what they threaten you with? 
363 Participant Educator: Yes (high pitched voice). 
364 Mrs Sheik: And how much truth is there in this? 
365 Participant Educator: Trust me they know exactly what they' re talking about because it works for 
366 them. 
367 
368 
Mrs Sheik: Can you give me an example of an incident where you were forced to take back a 
learner through the department? 
369 Participant Educator: Um, Who was that, Fortunate Mtwala (soft voice). 
370 Mrs Sheik: Fortunate Mtwala, grade 
371 Participant Educator: Grade 9 (loudly) 
372 Mrs Sheik: Is she a good pupil or is she passed ... 
373 Participant Educator: (Sigh) Ag please (in disgust) 
374 Mrs Sheik: What's her academic report like? 
375 Participant Educator: (Sigh) she has failed already. 
376 Mrs Sheik: How old is she? 
377 Participant Educator: I think she's 16. 
378 Mrs Sheik: 16 in grade 9? 
379 Participant Educator: Yes (loudly) 
380 Mrs Sheik: Right, tell me about Fortunate Mtwala. 
381 Participant Educator: Upon her multiple disciplinary infringements, um ... 
382 Mrs Sheik: Examples 
383 Participant Educator: Warning letters have been issued, um even before I got here. Um, on the 
384 record apparently before she has been asked to leave, but was taken back again, 
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385 
386 
387 Mrs Sheik: 
with certain conditions attached, and um, yep the minute the father threatens with 
the department management sort of just caves. 
What did the father do? 
388 Participant Educator: Um, he went to the department spoke to someone, I'm not quite sure who, 
389 came back to the school and then basically adopted the attitude we' re trying to get 
390 rid of the child, um, no interventions done as far as the fathers concerned, so the 
391 school must take the child back, or he's just going to raise a stink. And this schools 
392 policy seems to be, "we avoid the stink at all cost" and "we're just covered with the 
393 nice carpet". 
394 
395 
Mrs Sheik: Is there a school policy on disciplinary, um, on the disciplinary commentary and the 
disciplinary hearings are held? 
396 Participant Educator: As far as I know although, if it's actually in use, I couldn't swear to it. 
397 Mrs Sheik: Have you seen it? 
398 Participant Educator: I've never actually seen it. 
399 Mrs Sheik: Have heard about it? 
400 Participant Educator: I've heard of it (nervous), but um .... 
401 Mrs Sheik: From whom did you hear about it? 
402 Participant Educator: Well, when I first got here we had, um, a session ... 
403 Mrs Sheik: Induction 
404 Participant Educator: Yes, Friday afternoon meeting thing that went on forever. 
405 Mrs Sheik: Who conducted this? 
406 Participant Educator: The Principal 
407 Mrs Sheik: And did he tell you that... 
408 Participant Educator: Yes, there's a disciplinary code, let' s call it that for lack of a better word. 
409 And everybody's aware of the procedures and what ever, but I have yet to see these 
410 procedures in practice. You know as far as I'm concerned it's a piece of paper and 
411 it's in a file, and that's about it. I can probably swot a fly with it. 
412 
413 
Mrs Sheik: So what is the management of the school violence towards educators here at this 
school? Is it on a, on a, on a scale from 1-10? Where would you place it? 
414 Participant Educator: (Thoughtful pause) (Sigh) let me not speak for anybody else. 
415 Mrs Sheik: But for yourself 
416 Participant Educator: JA, 
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417 Mrs Sheik: Manager because your part of SMT 
418 Participant Educator: (Out loudly) Please, the SMT is being violated, I mean if you female you, you 
419 
420 
421 Mrs Sheik: 
don't have a brain around here you don't have any skills please you should just know 
your place and blend in with the paint (sarcastic). 
I sense a bit of a, talk about this, I'd like to hear. 
422 Participant Educator: No, 
423 Mrs Sheik: You feel you are being violated? 
424 Participant Educator: Yes for me ... 
425 Mrs Sheik: With all this violence that is being committed in school, are you being bullied? 
426 Participant Educator: I think that is the worst form of violence, because you're not dealing with 
427 
428 
429 
430 
431 
Mrs Sheik: 
some brainless little twit here, who's 5 years old. You're dealing with trained 
professionals now when you start treating your trained professionals that is part of 
management, like brainless little twits, you've got issues. 
So are you saying, you've also had some bullying or intimidation, am I right? 
(Abruptly) 
432 Participant Educator: Yes 
433 Mrs Sheik: Is that the word? 
434 Participant Educator: Because 
435 Mrs Sheik: Am I using the right word? 
436 Participant Educator: I, I feel that much as we teach children, about you know what, people 
437 shouldn't call you names, people shouldn't do t his, people shouldn't do that, um you 
438 know adults aren't aware of the fact their doing the same thing. 
439 Mrs Sheik: And who are you speaking about specifically? 
440 Participant Educator: No I'm sorry ... 
441 Mrs Sheik: Please this is confidential. If you don't want to reveal it, it's also fine. 
442 Participant Educator: Lets be honest, the principal is the worst of the lot. Um, I'm not saying it 
443 doesn't happen, you know in other instances and maybe I'm just more sensitised to 
444 this because I'm used to a different live of principal. But when you've got a principal 
445 who tells you, um, you know, you don't know what you are doing, and he knows it 
446 all, but doesn't lift a finger to actually show that he does know how to do anything, 
447 in my book that's just insulting. I'm sorry (emotional). 
448 Mrs Sheik: So do you feel bullied or intimidated by him? 
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449 Participant Educator: Not so much as intimidated as frustrated because you not allowed to do 
450 
451 
452 Mrs Sheik: 
your job because you have to consult about everything like you can't make up your 
mind ... 
Give me an example of something simple. 
453 Participant Educator: (Sigh) How you handle your department, excuse me you hired me to do a 
454 
455 
456 
457 
458 
459 Mrs Sheik: 
job, because apparently I'm competent to do x, y and z, then you tell me, urn no I 
can't do what I'm supposed to do, the way I'm supposed to do it, because you don't 
approve, because it doesn't suit you. (Soft tone of voice) Or your just don't 
understand what I'm talking about. That's not my problem (birds chirping in the 
background). So I'm ... 
So are you instructed to change your plan of action? 
460 Participant Educator: Yes (loudly). You can't do what you are expected to do, 
461 Mrs Sheik: Are you, instructed, or are you urn, or are it discussed or urn ... 
462 Participant Educator: No there is no discussion. You are told this is bottom down the worst kind. 
463 Mrs Shakes: So what do you call this? Bullying? 
464 Participant Educator: JA, well that would be a nice all in commencing term (music in the 
465 
466 
467 
468 
469 Mrs Sheik: 
background) I think it's, it's, it' s a very subtle form of bullying, because it is often 
disguised as a fatherly chat. Which I, find ridiculous, quite frankly, if you're not even 
a father. Urn sorry urn, you know, there's something's conversation. And it comes 
across as that. 
Urn, what else, how else do you feel bullied or urn, violated or violence being 
470 directed towards you? In any other way, 
471 Participant Educator: Well urn, I'm also, I' m funny that way, I don't like being told when I'm 
472 supposed to do my job. Excuse me, I choose to work extra hours. I do not feel you 
473 can tell me I must spend extra number of hours, it's another matter if you leaving by 
474 example and you are here a head of me, and I pull up and your here already worki ng, 
475 but don't presume you can tell me I must work holidays and urn, weekends when 
476 your sitting at home. 
477 
478 
Mrs Sheik: So you, you are forced, you're compelled into working everyday, weekends and urn, 
holidays every, all the time. 
479 Participant Educator: Exactly (making a point), because I'm not meeting your standards which one 
480 
481 
482 
Mrs Sheik: 
are only a realistic tool. Urn you have no clue what you're ta lking about. 
Do you think, that urn, other members of management feel the same way as you do, 
have you chatted to them about all this and chat, or do you think it's just you? 
483 Participant Educator: Look to some extend it might just be (high pitching voice) me because look 
484 I'm new, they've been here a bit longer, so maybe they've adjusted better. I come 
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485 
486 
487 
488 
489 Mrs Sheik: 
from a different environment, let's put it that way. I've worked with a different kind 
of principal. Urns so maybe partly, it's you know my issues. But I also think that I 
don't think that management is entirely happy with the situation, it's just that some 
people aren' t (cell phone message) so vocal about it ... 
Sorry 
490 Participant Educator: um maybe, maybe some people will less inclined to air their views, you 
491 know, so they may not be as blunt about it as they would have been in any other 
492 environment. So I think there is a lot of resentment, it's often not voiced, and it, it, it 
493 comes out in some strange ways, um, I think it manifests in lack of motivation. 
494 Mrs Sheik: So you are saying from the management perspective ... 
495 Participant Educator: Yes 
496 Mrs Sheik: That the management is feeling this way? 
497 Participant Educator: JA and I also think it gets to a point where they just show a lot of apathy at 
498 
499 
500 
501 
502 
Mrs Sheik: 
the end of the day. They' re not gonna challenge any sort of system, because they've 
adopted this attitude, you know what, it's not gonna work in any case. Hey they 
(giggle) that's a recipe for disaster. 
So how does it effect your SMT in dealing with issues, do you come um, and how 
does it affect you functioning as an SMT? 
503 Participant Educator: You don' t (loudly) your expected to be the little yes man and a yes woman. 
504 
505 
506 Mrs Sheik: 
And um, you rea lly don' t need management do you? If everybody's just going to say 
yes to everything, there's no point. 
Is that how your school is run? Is that your perception of how your school is run? 
507 Participant Educator: Yess 
508 
509 
Mrs Sheik: Alright, um another question. Is any ideas how we could cope school violence 
toward educators? That you think that we should put in place? 
510 Participant Educator: Well for one ... 
511 Mrs Sheik: That you should be put in places? 
512 Participant Educator: Well for one, can we grow a spine? That could help (sarcastically). Because 
513 once we grow a spine you can actually stand up to children I mean, when was the 
514 last time any parents sat down and said o my child beat me. You expect me to be his 
515 parent, but I'm not allowed to treat a child like I would my own child at home. My 
516 child is not allowed to raise her voice to me, while I come to work to put up with it. 
517 You put them in their place and that's it. But no we mustn't offend the little children 
518 because, we'll chase them away. Good riddance of bad rubbish. Get rid of the rift-
519 raft and then you start attracting the more desirable ones ... 
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520 Mrs Sheik: So how should you do, how do you suggest we do this? 
521 Participant Educator: Well, first of all we might start with, you know actually start working on t he 
522 
S23 
524 
525 Mrs Sheik: 
teachers practicing what they preach. You know what, children aren't stupid, if you 
come to class and you don't know what your doing everyday, they know, and they, 
they argue that they know, that they know. They will have no respect for you. 
So what you are saying is, is that the teachers are unprepared or less prepared? 
526 Participant Educator: Exactly, and, and sometimes just down right unprofessiona l. 
527 Mrs Sheik: Do you think Mrs Snyman was part of that? 
528 Participant Educator: I don't think she was part of that. I think she battled, look let's call a spade a 
529 spade and I know this is gonna come across the wrong way, but the kids at this 
530 school also have an attitude if it 's white it's a fair game. There is an element of 
531 racism in this school, because if you're slightly less white, you could get away with 
532 murder here, because you can address your level, they will understand, if you're 
533 white the perception is you open your mouth and say anything I don't like, I throw 
534 the race card at you. 
S35 Mrs Sheik: Okay 
536 Participant Educator: And I think she battled with that, from the outset, because every t ime she 
537 would try and discipline, a child it was an issue ... 
538 Mrs Sheik: And she taught Afrikaans. 
539 Participant Educator: Exactly, so you know, there was that negative commentary, 
540 Mrs Sheik: From the beginning, yeah. 
541 Participant Educator: But I think it's also, um a simpleton that the teachers are demoralized, so 
542 they've stopped rea lly trying, to get any sort of grip on anything. And it's filtered out 
543 of the kids and the kids likes pointing at you. 
544 Mrs Sheik: Okay, so you' re saying that, a teacher sometimes needs to be ... 
545 Participant Educator: Re-skilled, let's call it that, they, they need to learn, that you know what, you 
546 
547 
548 
549 
Mrs Sheik: 
can't be nice, nice doesn't work. 
Now let's take your situation with the child that punched you in your face. So you 
were bleeding? That caused your mouth to bleed. Can I say then from what you're 
saying, you need to be re-skilled? Is it your fault? 
550 Participant Educator: 0 yeah, 
551 Mrs Sheik: That you need to .... 
552 Participant Educator: I need to be taught how to punch a bit better (giggles), or duck (laughter 
553 erupts). No you know what, and, and once again cruel as this may sound there is a 
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554 
555 
556 Mrs Sheik: 
certain (birds chirping) type of child that functions on that level, no matter what you 
do, no matter how you treat the child. 
Is there lots of these children here? In your opinion of them? 
557 Participant Educator: There are some, but there are also those, who have been influenced to be 
558 what their not. 
559 Mrs Sheik: Peer pressure ... 
560 Participant Educator: Exactly, and my thing is get rid of the root of the problem. Remove the 
561 
562 
563 
564 
Mrs Sheik: 
three or four, in every class, that cause the problem, then you can actually work on, 
you know ... 
Which brings us back, to a strategy to manage school violence? So your saying first 
of all teachers need to be re-skilled. 
565 Participant Educator: Yeah. 
566 
567 
Mrs Sheik: And when you need a strategy, to deal with those who are really deviant. Those 
learners like ... 
568 Participant Educator: First of all if you know a child is over aged, why allow him back into the 
569 school? 
570 Mrs Sheik: What does the GDE regulations stipulate? 
571 Participant Educator: Well, um, you know what I, I know that GDE is very sensitive about this 
572 
573 
574 
575 
576 
577 
578 
579 
580 
581 
582 
583 Mrs Sheik: 
issue, keep them in schools as long as you can and what ever, but the reality is they 
cause social problems. We' ve had boys fondling girls and what ever, and yes 
sometimes the kids exaggerate. But you know what, when they get to that problem, 
their problematic. I don't want my own child in a school like that I don' t want my 
child being exposed to that, so why must we allow it to happen to someone else's 
child? Get him out of here, because there is a policy in place at this school that says 
harassment is not allowed. So get rid of the child, and its not happening. We need 
to be consistent at one level, because if the GDE says the child cannot be in school 
an x number of years older than he should be his grade, we should at least enforce 
that, and yes there are exceptions to the rule, but you know, there's not that many 
exceptions. 
Is there a lot of parental involvement towards the school violence towards teachers 
584 do parents get involved, are they called, at what level is the parents involved in the 
585 SGB? 
586 Participant Educator: The parents are called, as individuals, um, sometimes we call both parents, 
587 sometimes you know if it's a single parent family we will, um only have the one 
588 parent, but there's also um those parents that just couldn't be bothered. 
589 Mrs Sheik: What happens to that learner then? 
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590 Participant Educator: That learner is then just absorbed into the system and causes us more 
591 problems and eventually we just hope they go away ... 
592 Mrs Sheik: And many times do they go away? 
593 Participant Educator: Oh no please, they're still here, were more likely to leave. 
594 Mrs Sheik: 
595 
Can you tell me, closing, how has this affected you this school violence as an SMT 
member, even with this incident where this child physically punched you and all the 
596 other issues you've heard, how has it affected you as a teacher? 
597 Participant Educator: I, I, I've actually gotten to a point, and it's probably not the most mature 
598 response, under circumstances, but I don't have the energy now to deal with 
599 anything major, so my philosophy at this point is you know what, I come here to 
600 work, so work with those children who want to work first, who ever else you can 
601 save in the process, you save, and then just be realistic and understand there are 
602 certain people who don't want to be saved. 
603 Mrs Sheik: Do you think other SMT people have the same attitude? 
604 Participant Educator: Well as an SMT member, my philosophy at this point is, you know what, the 
605 less I have to do with the principal, the better. I have no interest in get ting involved 
606 with him on any level. 
607 Mrs Sheik: 
608 
Have I any right in reading that the Principal is the main person in dealing with 
school violence towards educators? 
609 Participant Educator: Yes. 
610 Mrs Sheik: Am I right in saying, that you're saying, that he's actually behind closed doors? 
611 Participant Educator: Yes, avoiding the issue. Because once again I'm probably a product of my 
612 
613 
614 
615 
616 Mrs Sheik: 
history, but I always worked with principals that are very hands on. So when there 
was a crisis, if they weren' t available in person, they would at least delicate someone 
to, you know, deal with the situation until they were available, and then there would 
be some kind of feedback later on. 
Do you have a deputy that's responsible for learner incidences? 
617 Participant Educator: That seems to be the deputy's sole purpose at this moment, because 
618 (laughter) once again it's a very weird situation, it seems like the whole thing is 
619 standing on it's head, the things are just flying all over, but once again it's always 
620 been my perception that principals are, if not physically, then at least symbolically 
621 t he head of the institution. Now at least sometimes you have to show your face. But 
622 when you do show your face it's to keep a pep talk, how does a pep talk solve the 
623 problem. In, in my mind and once again I'm just weird that way, but 1. .• 
624 Mrs Sheik: 
625 
Does it, does it help the learners in this day and age, in this new South Africa, and 
the new education suspension, how do they respond to these pep talks (giggles) 
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658 Participant Educator: And this is what I, I find disturbing that maybe in the difference lies in our 
659 perceptions of violence. Because let's face it the kids are also very different, even 
660 allowing the fact, um the children here are a lot more respectfu l than t hey are any 
661 where else, 
662 Mrs Sheik: In the Western Cape. 
663 Participant Educator: JA and the parents are also different, in the Cape you often have to battle 
664 chi ld and parent. Here at least at some extend the teachers can depend on the 
665 parents to maintain some sort of control over their children. If not physically then at 
666 least through time, so I think teachers should actually just count their blessings. 
667 
668 
Mrs Sheik: Do you see Gauteng going in that way of the Western Cape, do you see us going 
there, and this is not curbed. 
669 Participant Educator: I, I think the social circumstances are different. Um maybe because, let once 
670 
671 
672 
673 Mrs Sheik: 
again say overt gangsterrism, drug abuse on the scale they have it in the Western 
Cape is, it is not as extremely in Gauteng, you do have your schools that battle with 
gangs and violence, but it's not as pervasive. 
And your school, this school? 
674 Participant Educator: Look I know, I know just by the look of some kids I know there must be drugs 
675 at home. 
676 Mrs Sheik: Has they attempted hurting teachers that way or any other school violence that they 
677 caused while being intoxicated again? 
678 Participant Educator: I'm not sure how much of it was actually, you know, induced by chemicals or 
679 which was just a child acting out and deciding to be difficult, I, I can't swear to that. 
680 Mrs Sheik: Yes. 
681 Participant Educator: But I do know that the moods wings are a contributing factor, when there's 
682 
683 
684 
685 
686 
687 
688 
689 
690 
Mrs Sheik: 
trouble inferably you know he smoked something or popped something. But I also 
think that people are not as sensitised in Gauteng to the drugs. They, they tend to, 
Ag the child is just lazy, the child is just you know, sleeping or what ever (birds 
chirping in the background). Often it's not j ust sleepy and that, that child is popping 
something. It, it. .. 
Can I suggest one of the ideas from management of school violence towards 
teachers, is also making teachers aware of symptoms to look out for, in case the 
child is actively involved with drugs? A program or something. Would you agree 
with something like that? 
691 Participant Educator: JA, and I also think um, a, a lot of good problems arise because especially 
692 the boys have issues with female staff. 
693 Mrs Sheik: At this school 
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626 Participant Educator: (Soft tone of voice) Well half way through the pep talk, they either doze off, 
627 or they start talking. (Mrs Sheik starts laughing) You know it's, it's really funny 
628 sometimes (Mrs Sheik laughing uncontrollably) they will listen ... 
629 Mrs Sheik: JA, 
630 Participant Educator: there are certain things they will listen to. But once again if they don't have 
631 respect for the mouth where the words come from ... 
632 Mrs Sheik: Yes 
633 Participant Educator: it doesn't matter what you say. And it often depends on where it's coming 
634 from. If it comes from the wrong person, it's not gonna make any difference any 
635 way. 
636 
637 
638 
Mrs Sheik: Is there anything that you'd like to add to this topic is school violence directed at 
educators and the management of it, is there anything that you'd like to add, 
anything that you'd like to say or ask. 
639 Participant Educator: (Sigh) No at, at this point I, I maybe need to make a comment because for 
640 
641 
642 Mrs Sheik: 
me it's, it's actually quite strange that when I compare the responses in Gauteng to 
responses from teachers in the Western Cape, 
Is that where you come from? 
643 Participant Educator: Yes, the teachers who come from the Western Cape and then come and 
644 teach in Gauteng, often do not perceive Gauteng schools as violent. 
645 Mrs Sheik: How long were you teaching at Western Cape. 
646 Participant Educator: Urn, ten years. 
647 
648 
Mrs Sheik: Ten years, can you, so when you came here these incidences weren't violent, 
compared ... 
649 Participant Educator: No (high pitched voiced) 
650 Mrs Sheik: Comparatively 
651 Participant Educator: Exactly (in a tone of laughter) 
652 Mrs Sheik: Alright 
653 Participant Educator: You know, you'd look at a child, the child will actually sit down and keep 
654 quiet, you didn't actually have to grab him by the throat, any thing or. 
655 Mrs Sheik: And this was in Cape, Western Cape or here? 
656 Participant Educator: No this was in the Gauteng, 
657 Mrs Sheik: Okay 
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694 Participant Educator: They don't like female authority, um it's not unusual in teenagers once 
695 again, but I think it also comes back to a lot of single parent families, there are no 
696 strong female roll models. They basically run the household, and they think if their 
697 male, they are god. And I think that, that um that comes from home, and then they 
698 transfer that into the school environment and that causes problems. 
699 Mrs Sheik: Anything else Participant Educator? 
700 Participant Educator: No I think you' ll be writing this for a very long time now. 
701 
702 
703 
704 
705 
Mrs Sheik: (Laughing) I want to thank you for your time, please remember everything is 
confidential. No names will be disclosed, and once this is being transcribed you'll 
also be able to view a copy of it, and if you want to withdraw or with, or with track 
anything you said, you are welcome to do so. Thank you for your cooperation and 
information. 
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S£<CONDARY S<CHOOL 
. STREET, EXTENSION , 
. ', GAUTENG 
REPU BLIC O F SOUTH AFRICA 
10 MARCH 2005 
DISTRICT DIRECTOR 
Fax (011 ) . 
e-mail address: _ _ 
MEGA DISTRICT 
. OF EDUCATI ON 
Dear Sir/Madam, 
RE: CRIMINAL INCIDENTS AT SECONDARY SCHOOL 
It is noted with great concern that Secondary has once again fallen victim to thugs. 
However, the nature of the attacks has become increasingly violent to the extent where an 
educator has been shot at in the presence of learners. 
Our previous violent incidences include the following: 
1) The mugging of approximately 50 learners in a space of 12 months. 
2) The theft of educators cars. 
3) Petrol bomb attacks during school hours. 
4) Assault on Senior Management and theft of belongings. 
5) Intimidating protests by (parents) outside school gates. 
6) Approximately 22 thefts on school property (Computers, Tuck shop, Typewriters, 
Stoves, Fridges1 Furniture1 Wood Work Equipment and Metal Work Equipment). 
Due to the above incidents the educators of this institution are emotionally unstable, angry, 
frustrated and terrified. The broad time span given by GDE officials in which they will 
consider whether action is necessary is unacceptable. 
Educators have reached breaking point, they can no longer wait for negotiations, prioritizing 
and discussions. Morale is at an all time low. 
We want immediate action. These are our requests: 
1) Armed security guards at the perimeter and in the school buildings. This can take 
immediate effect if the District is willing to sent us some of the idle guards from 
District premises/ if this is not possible negotiation can take place with the Military. 
2) Daily police patrol before and after school. 
3) Electric fencing above a concrete wall. Around the school premises. Which must be 
completed on our arrival for the 2"0 term so that effeai·Je teaching and !earning can 
take place. 
4) An alarm system linked to the police station at the expense of the GDE. 
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STREET, EXTENSION - , . 
PO BOX 
REPUBLIC OF SOUTH AFRICA 
TEL (011) . FAX (OIIJ 
E-MAIL ADDRESS: 
09 MARCH 2009 
INCIDENTS: SAFETY AND SECURITY 
26/01 / 1999 
30/08/2000 
05/10/2000 
17/ 10/2000 
03/04/2001 
July 2002 
09/03/2005 
14/04/2005 
18/03/2005 
2005 
21 /03/2006 
07/09/2006 
08/11 /2006 
05/02/2007 
Secretary of school threatened at knife point. Bag/ Gold 
jewellery stolen - retrieved by cleaner w ho gave chase(7:30) 
Learner stabbed and mugged - Learner could not continue to 
w rite Term 3 Exams 
Learners mugged at gtm point 
Learners mugged at gtm point 
Shooting outside tuck-shop- Blankets /sheets/first aid 
equipment stolen. 
Mob attack - attackers all armed. Damage to sch ool proper ty-
bmnt classrooms and lab. Mugging of Educators. 
Educator - -Shot at 
Educator held up in classroom at gun point. 
Staff member - ' , -car stolen 
. car stolen - left on t Street 
Parent - shot and killed near primary 
Learners robbed of shoes, cell phones and bags 
Learners arrested - hijacking, car theft and stealing firearms 
to commit mmder. 
Learners arrested for dangerous weapons and d rugs. Weapons 
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11 / 05/ 2007 
14/ 05/2007 
21/08/ 2008 
17/ 09/ 2008 
13/ 11/ 2008 
17/ 11 / 2008 
04/ 12/2008 
15/ 01 / 2009 
21/ 01/2009 
23/01/ 2009 
06/ 03/ 2009 
were to be used to steal cell phones and wallets. 
Learners in partnership with outsiders. 
Learners robbed on school grotmds. 
Learners mugged at gunpoint. 
Learner s tabbed and robbed of cell phone. 
Learners held with knife and gun point. Time: 7H25 
Incident happened at the main block. Cell phone taken from one 
of the learners. 
Children held at gunpoint and cell phones taken. 
Learners mugged, cell phone stolen and beaten. 
Learners come to school in uniform to fetch reports: 3 female 
learners robbed at gtm point in the Double Storey Section. One 
learner was pushed against the wal l. Shirt buttons undone and 
threatened with rape. District director called at school. Police 
called at school.(CR no: 105/ 12/2009). 
Learners from . were on their way to school. They were 
mugged at gtmpoint 
Learners threatened with firearm. Parent tried to chase thugs into 
the ·. _ Camp. 
Learners from 
at gtmpoint. 
_ were mugged again on their way to school 
Learner threatened by and outsider. Pushed and searched. 
Learner ran for his transport. 
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4 MARCH 2004 
DISTRICT DIRECTOR 
Dear Sir, 
In spite of the inddents that have occurred at Secondary School on Tuesday 
(1 March 2005) and Friday ( 4March 2005), we have had very little support from the District with 
the exception of 
The EAP Unit and the ESS Unit have failed to address the concerns of Educators and Learners 
who have been traumatized repeatedly by the criminal activities perpetrated on the school 
premises. 
We hope you give this matter you most urgent attention. 
Thanking You 
Yours in Education 
--~ ·--------7 
SGB CHAIRPERSON 
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5TH October 2000 
THE STATION COMMANDER- SUP. -
POLICE STATION ,. .. 
Dear Sir, 
SAFETY AND SECURITY 
On 5th October 2000, four learners from . . Secondary School were mugged at gun 
point. My telephonic requests for a patrol at school has obviously fallen on deaf ears- I 
suppose that you will institute some action whe~ something more serious befalls one of our 
learners. 
I would like to appeal to you to ensure that there is visible police patrol at . · Secondary 
School during the following times: ·, 
7.30am to 8.30am morning before school 
lO.OOam to 11. OOam l st break 
12.30am to 1. OOpm 2"d break 
2.00am to 2.4?pm after school 
During the above times vendors sell items, over which we have no control, to learners and 
as such we seek your assistance to ensure that there are no vendors outside the school. 
Thanking you in anticipation of your co-operation. 
' 
-.yours in education, 
PRJNCIJ>AL 
) 
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07 March 2005 
EDUCATORS UP IN ARMS 
is once again under siege by thugs. Continuous attacks on the school b) 
criminal elements nave once again brought the school to a standstill . To elaborate, 
some incidents, amongst many, come to mind. 
• cars stolen 
• petrol bombs 
• 18 burglaries 
a attacks on educators 
• assault on educators/learners 
The latest incidents included ~ducotors being mugged and shoTs fired or t hem in 7he 
presence of learners during school hours. Through all this , aducotors have 
continuously served this school and its community. We have now, under extreme 
pressure due to the above incidents, reached a point where we refuse to be treated 
'Nith such disdain ':Jy criminals . The educators are ?repa~d to walk out of this 
school and resign ~n-mass, if no action is -:-al<en by the education Department. The 
Education Department nos not, to date, even sent c~unsellors . to help ~ciucators and 
learners through these tr'Jing situations. Learners are permanently affec~ed by 
I 
these situations and t his is now affecting ihe culttJre of teaching and lear!llng . 
Each !lttacx is ,now becoming more violent and even our loc:Ji police have not l<e?t 
their promises to. us. · / 
Does a teacher or learner have to 'e killed ~efore ~ny action is aken or 'Nill 7he 
Educ:Jtion De;Jartment simply send a wreaTh and ~ .~~clacement? ~ 
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19 APRIL 2005 
(IDSO) 
Dear Madam, 
. DISTRICT 
OF EDUCATION 
RE: INDEMNITY CLAIM 
Kmdly find enclosed a copy of the statement from the psychologist who attended to 
Mr · who was robbed at gun point at school. 
Please inform me about the process of applying for indemnity for losses sustained by 
educators who have been robbed while on duty at school. 
Educators who have suffered these losses need to be reimbursed. 
Thanking You 
Yours in Education 
MR . 
PRINCIPAL 
